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g | @ ABSTRACT

The aim of the project was to 1dent1fyda set of competencies and
correspond1ng behavioral referents for Child Development Associates work-
ing with Chicano children. The resulting competencies are intended to
supplement and not supplant ‘those competencies to be required of alil
Child Development Assoclates

i

The CDAC framework was exam1ned as to 1ts adequacy in meeting the ©

-special needs of the Chicano child. Three areas were recommended for

\

inclusion in addition to the six general areas that now comprise the
framework: culture, 1angua9e and cogn1t1ve/affect1ve interrelation.
The panel of ererts were in agreement that it was in.these categories
+*hat the needs of the Chicano child differed from ‘that of the average
CDAC child populdtion.

To insure that the competencies reflect current thinking in the
field, the-project included a literature search component. Information
from re]evant articles was used n articulating the competenc1es
Abstragts of theses articles and dissertations that bear on the Ch1cano
pre-school child ar included. The competency statements. were reviewed
by a panel of Ch1can$ professionals from throughout the country, the
resulting competencies reflect their recommendations.
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‘become cognizant that relying on global competencies will not suffice.

.petencies for CDA's dealing with this population.” Current resgarch on

‘themseTves to this goal. A

4
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THE IDENTIFICATION OF COMPETENCIES
FOR CHILD DEVELOPMENT ASSOCIATES
WORKING WITH CHICANO CHILDREN

@

INTRODUCTION

The contract to undertake the current project was awarded to the
Center for Applied Linguistics on May 28, 1974. The primary task was
to identify a-set of competencies and accompanying behavioral referents
desirable in Child Development Associates working with Chicano children.

The RFP was a direct refiection of CDAC's concern about the
Chicano child and his special needs. In carrying out its difficult
and complex mandate, that of identifying teacher competencies which
would contribute to quality child care for all children, CDAC has
Certain cultural and linguistic minorities require additional com-
petencies that take into account their cultural and linguistic ,
diversity. The Chicano population is one such group. .

This unique population has specific linguistic and cultural attri- -J///
butes that should be taken into account in the spgcffication of com- '

reflecting the characteristics of these children are of paramount
importance in e Qancing the self-concept and cognitive development of

Mexican Americans indicates that special teacher skills and behaviors \\\\\_\
such children.

s presently delineated, CDA competencies do not address

¥

THE AIMS OF THE PROJECT' o o

- The major goal of the study was to develop a set of competencies \
desirable in CDA's working with Chicano children and the behavioral
referents by means of which the presence or absence of the_competencies
could be judged.

The initial. steps involved a review of previous CDAC-sponsored pro- o
jects which focused on Chicanos. Particularly relevant were efforts -
undertaken by the Edgewood Independent School-District in San Antonio, ‘
Texas (Child Development Associate Competencies Unique for the Worker < ¢ !
with Spanish-Speaking Preschool Children, 1973) and-by Castillo an
Castiilo at the University of Houston (CDA Developmental Instruments:
An Assessment into Competencies and Skills Needed by CDA's Workimg With
Pre-School Mexican-American Children). e
. < : .

Also subjected to close scrutiny was the framewoyk currently being
field tested by CDAC. The concern centered around whether the framework
was, comprehensive enough to accomodate the s?ecification of additional

A :

A : ’ _ !

. ' 7
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\éompetencies unique to personnel working with Chicano children. If the

framework were found to be lacking in séme respect, it would become )
necessary to revide it to fit the needs or, in the case of extreme changes,
to devise a completely new framework. ‘ »

. \
- To insure that the latest research find*hgs pertaining to preschool
Chicanos were available to the researchers,.an extensive literature search .
on the topic was conducted. The results were intended to supplement the
research material presented in an earlier CDAC product Bilingual Children;

- that is, we purposely included only that material not covered in the

earlier resource ddcument. Abstracts of the articles, theses, and diss-

ertations reviewed by the research assistants and included on pages 3-28.

fically the evaluation of Chicano-related competencies./ The task set
forth was that of reviewing the instrument ‘developed by Castille and
Castillo at the University of Houston, and make recommendations on its
refinement and use. Two Chicanos familiar with psychometric procedures

~ A.portion of the project concernéd itself with ev;}ﬁhtion. speci-

-'and with the philosophy and orientation of CDAC were asked to review

the instrument and submit a report of their findings. Their report
can be found in Appendix C. - :

« As was the case with the CDAC framework, the concern was for ‘the
adequacy of the~instrument in measuring Chicano specific CDAC conipet-
encies. The analysis focused on the following major items: validity,
format, comprehensiveness, alternative assessment strategies, and

“research or empirical basis of assessment strategies. .

DEVELOPMENTAL PROCESS

The literature searth was.conducted at the Univegsityvof Texas,
Austin and ‘at the University of California, Santa Barbara. Relevant

‘findings were utilized in the spe¢ification of the actual competency

statements.

Id

The CDAC framework of six-‘general areas considered essential for

* a_person working with young children was examined as to its adequacy

in responding to Chicano concerps. The panel of experts suggested
that three areas be added to the existing framework: ‘culture, language,
and cognition. ‘ These three areasg it was felt, would provide the

- . needed*dimension for describing and categorizing the additional com-
‘petencies. The consultants were in general agreement that it was in

these areas that Chicano preschool children differed from C?AC'S norming
population. . .

The performance areas ‘cyrrently being'tested as part of the-CDAC
framework {planning, organizing, teaching/interacting,. evaluation, and
knowledge) were considered adequate for specifying the additional com-

petencies.

~ Several recommendations were made regarding the evaluation of
Chicano-related competencies. They include: L




1. Extended field testing of the Castillo-Castillo instrument.

2. Development of instrumentatidn into sets of instruments
corresponding to levels of competency or levels of
behavior.

3. Establishment of validity of the instrument.

4. Establishment of a cross- reference system in which the
competency statements weuld be crpss -referenced with .

) the behavioral objectives found in the tra1n1ng -compon -
' ent.

5. A user's manual describing the role of assessment ip the
certification pracess, as well as. the set procedures for
administration, s¢oring, and planning of iindividual skills
development strategies.

The full report and a cop{/gf the instrument itself can be found in’
Appendix C.. " o

- P X
. .-
, )
* .

THE COMPETENCIES

—"

In accordance with the categories identified by our pane] of experts,
the competencies that follo¥ are divided into three major groups: cul ture,
language, and cognition. Each competency will be viewed through the
five performance areas currently utilized by CDAC. The behavioral refer-
ents will ref]ect those performance areas that are relevant in each case.

Our initial intention was to provide the apprOpr1ate behavioral
referents for each competency. Thesge efforts sdon led us to the con-
clusion that not all desirable competencies would be readily observable
in a classroom setting. Some impbrtant skills would have to be measured
outside the classroom through means other than direct observation, such
as through face-to-face interviews or paper-pencil tests. Even though
some of these skills do not lend themselves readily to observation, we -
felt ‘it necessary to include them in our report for purposes of thor-
oughness.

Each maJor competency area is introduced by a brief statement out-
lining the principal concerns and a summary of the theoretical frame-
work upon which the particular set of competencies was based. The &
format used for presentation of the competencies consists of two columns,
one for the competency statement 1tse1f and the other for the behavioral
referent(s) .indicative of possessing “such a competency. Assessment of
some of these skills, though a concern, is beyond the scope of the current
proaect )

. 1%

‘One final pﬁt needs to be clarified. Although our purpose was to
identify additional specific competenC1es relevant to providing quality
o ~ child care for Chicano children, it is ‘our view and desire that these
new competencies should be considered an integral part of the certifica-
tion procedure for €DA's serving Chicano children. "It i% our hope that
. .

H
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., the current effort can serve as a base for certification and not as a
set of optional "frills" that are looked upon as "nice to have" but

-7 . not important enough-to serve as requirements.

] 9
It should be further emphasized that this project is viewed not
as a termination point, but as the initial step in a three-stage pro- .
.cess of identification, validation, and implementation of competencies
for Child Development Associates working with Chicano children. It
is strongly recommended that CDAC proceed with the remaining two stages
of development in order that quality child ‘care for Chicano children can
move closer toward becoming a reality.

« . 4
’ i u
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INTRODUCTION TO THE REVIEW OF LITERATURE %\thé///// ,
: T, . . ’
| } 4
- This project is-a continuation of a previous Childheod Development
Associate (C.D.A.) sponsored resource document entitied Bilingual ~

Chi)dren. - . :
Jdren - |

The purpose of the -present survey of Titerature was to identify the
more recent studies in the area of edrly childhood education focusing 2
exclasively on the Chicano chilid. Inasmuch-as. the consultants agreed i,
on three major areas of difference between the Chicano child and the
C.D.A. sample, the entries were categorized into three major tepics: °
¢ulture, langhage and cognition. A fourth category became necessary .. ... .. .-
to include misqﬁ11anéoﬂs findings which the research staff considered @
to be of value to the C.D.A. working with Chicano preschool children.

» - The spectrum of research indicates-that“there is an upsurge of
interest in identifying the unique educational needs of the Chicano
child. The necessity to define and examine the socio-economic, the
linguistic and the cultural factors and their impact on the educational
needs of the Chicano preschool child, has become apparent. Moreover,
the trend to evaluate the effitacy of early childhood programs in e ‘
ileeting the needs of the Chicano child utilizing valid methods and )
criteria, has also developéd. . ' .

- .
- In spite of these encouraging signs in research, we were able to
identify specific areas which raise serious questions as to the valid- K\ﬁr_ﬂf

<

o

ity of the data gathered. Limitations in the research’ design of many
studies, especially in the sampling procedures, instrumentation and
terminology, proved to be most disconcerting. -In many instances, the
. samples were too limited to allow for extensive generalization and
o application of the data to the Chicano child. There was noted a 1ack
of precise ideqﬁﬁfication of the population from which samples were
taken and the process used for the selection of samples. A majority
N of the studies posed serious questions in -identifying and utilizing
instruments which take into account the cultural and linguistic
differences unique to the Chicano child.- Finally, there was observed
a lack of consistency in the terminology employed by the various
- investigators.. Key concepts and constracts utilized in thé studies °
such as: self-concept, personality, socialization, acculturation,
language development, were not clearly defined. a

©

The criteria for se]ectign of the entries were based on the follow-

-T. .The entries would not duh]icate-the material im the E.D.A.‘
resource document Bilingual! Children.

ing:

|

2: The entries would focus’on the Chicano child ages.3.to 5 years.
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Dissertation Abstracts International. ‘
. 0 ’ " . ’
.-+ A.~M.Padilla and P. Aranda (Eds.). Latino mental health: . )
Bibliograpﬁx and abstracts. Rockvi11e; Mayyland: Alcohol,
rug Abuse, and Mental Health Administration, 1974. | y
' g . ’ E.R.I.é.labstracts. P - . T v . f "
' Abstracts from periodicals and jouyna]s. v ' o R
. Abstracts cbmpi]ed from Research Assistants from the University
of Texas at Austin. \ : _
. " Rbstracts compiled from the-Research Assistants at the-University
“ ' oﬁ‘california, Santa ‘Barbara. S o
@\ % <

4

L The entrie$ would reflect the most recent invé;tigations in
" - this area. ¢ ‘- . T o

and doctoral djssertations in the.review of the literature in order to
; inform the C.D.A. working with Chicano children, of current rgsearch
which might serve (1) as a source of information and (2) as a basis
- for furthercinvestigation.

. The sources utilized in the formation of this bibliography included -
the following: . . ‘ e ‘

s o . . ' . . - .
= * It was considered necessary to include unpublished master's these§ -

@




CULTURE _ . : .
\

Barrios, Ruth. Nutrition education in'Sacramento County for the American

of Mexican descent. Aztldn, 1970, 1(2), n.p.

This article is a critique of the nutrition education programs for
Americans- of Mexican descent in Sacramento County. A1so°qf§cussed
is an evaluation of the nutritional value of traditional Mexican
foods and a proposal for the design of a nutrition éducation pro<
gram for children of Mexican descent in Sacramento County, :
California.

The author concludes that to mistakenly convince Mexican Americans
to question their- traditional foods is not only destructive cult-
urally and psychologically to the .individual Mexican American,

but atso-damaging to the communit%~hea1th and vigor.

Hi11, Floyd Williams. A study of “the influence of socialization aniig;y

Lo

on the achievement of first-grade Mexican-American children. Un-
pubTished doctoral dissertation, University of Texas at Austin, .1969.
o .
Purpose: - To explore whether socialization anxiety as a motivational
system in young children can be measured with a standard measuring
instrument. Also considered is whether there is a significant
difference in the degree of socialization anxiety in Mexican-American
(M-A) and Anglo-hmerican (A-A) children and whether this corre- '
lated with academic success and high achievement.-

Subjects: 160 first graders in Rio Hondo, Texas.

Instruments: The Picture Game iBower and Lambert, 1961) also known
as the Self Rating of Behavior (SRB). Author cites problems with

..using this as a measure.of socialization anxiety. Also compared

were language ability, visaél’perception, auditory perception,
“visual-motor functioning, behavior, schoo] attendance.and school

achievement.
. .

" Results: ~Significant differences found. between A-A and M-A

s children on language abhility, visual and auditory perception,
-behavior, school attendance ard school achievement. No signifi-
cant differences +in visual-motor functioning and socialization
anxiety. No one variable emerged as a predictor of academic achieve-
ment in all groups, and socialization anxiety in particular was
not a predictor of achievemént or academic Success in all groups. °

Author concludes that results tend to cast doubt on whether social-
:}ation anxiety was actually measured by the SRB since scores did °

-




not differ signtficantlx between groups and failed to coJary signi-
ficantly with other variables. _

One' group however did demonstrate a significaﬁt correlation between
the SRB scores and 15 other variables. The author thus concludes
that for this group, first-year regular-class M-A children, the

3

SRB.was a test of socialization anxiety.

Kagan, Spencer, and Médsen, Millard C. Cooperétion and competition of
Mexican, Mexican-American and Anglo~American children of two ages
: u?dir four instructional sets. Developmental Psychology, 1971,
5(1), 32-39. ’ Co )

1] - ]

o P .
An attempt to assess the_degree to which‘chilgren of two ages and
three subcultures differ in amount of cooperative and competitive
o "~ behavior is examined. A game measuring cooperation and competition
. was played with pairs of 4-to 5-year old Anglo Americans (AA) and '
1 Mexican Americans (MA) and with 7-to 9-year-old AA's, MA's, and
Mexicans (M). Gooperative play allowed both pair members to receive
awards; competitive play was irrational, allowing no subject to .
reach his goal. The number of moves that pairs took to reach a
goal indicates that 4-to 5-year-olds are more cooperative than the
oldér subjects (p«.001). Among the 7-to 9-year-old children,
M's are most cooperative, MA's the next most, and AA's the least
- cooperative (p<.001). Among the older children, instructjonal °
séts designed to create an "I" orientation increased competition,
\ ~ whereas, sets stressing a "we" orientation ‘increased cooperatjon
(p<.001).' While qualitative differences between- patterns of play
are noted for the cultural and age gro%f. sex differences are
nat found. (Padilla & Aranda 208 .p. 113)

Kagan, 5. and Madsen, M.C. Rivalry in Anglo-American and Mexican
. chijdren of two ages. Journal of Personality and Social Psych®-
: Togy, 1972, 24, 214-220. :

The subjects were Mexican children from a small, rural town, Nuevo

San Vicente, Baja, California. Anglo-American city children

enrolled in.day care centers for families of lTow SES in Los Angeles,
- , Califoernia. Fortyreight subjects were selected from each culture:

-

6 boy pairs and 6 girl pairs at ages 5-6, 8-10. “

Rivalry, behavior intended to lower the outcomes of a peer,
measured by four choice conditions presented to Anglo-Americ
and Mexican children of ages 5-6 and 8-10. Older Children were &
significantly more rivalrous than younger children (e<;.001);

v //b : Anglo-American children were significantly more rivalrous than
Mexican children (p<.001); and the cultural difference tended
to increase with age. The effect of conditions was significant
(p<.001], indicating that for all groups rivalry was greatest when

‘ accompanied by both relative and absolute gains. The opportunity
to avoid a small relative loss increased rivalry more than opport-
unity to accrue a small absolute gain. The development with age-
of greater rivalry in boys than girls was present for the Anglo- ,
" American Bug not Mexican children.

-
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Nelson, L1nden L. and Kagan, Spencer. ~Competition: The star- spangeied
scramble. Psychology Today, 1972, 6(4), 53-54, 56, 90-91.

The cooperative-competitive behavior of Anglo-American (AA), .
Mexican-American (MA) and Mexican (M) school children ages 4, 5,
7, 9 ang-1¥0 is examined by five variations of the cooperation-
board galgf On a task to measure inhibition of competitiveness
in social-“interaction among M and AA subjects, M children are found
to avoid conflict more than AAs. It appears that AAs engage in
conflict that is not only irrationally competitive, but almost
sadistically rivalrous. AA ghildren are more willing to reduce
their own rewards in order to reduce the rewards of their peers.
M childrern on the other hand, are more likely to engage in co-
operative behavior where equallrewafds are earned'by both players -
of the game. MA children 'seem to be caught between the styles of
behavior of AA and M children. These findings freveal differences
in cooperation-competition between AA and M rural children which
appear to result more from differences in competitiveness than
from differences in motivation or ability to cooperate. Different -
childrearing patterns are suggested as Being responsihle for the

~ differences in cooperation-competition behavior of AA and M.
Research on childrearing indicates that rural M mothers tend to
reinforce their children noncontingently, rewarding them whether
théy succeed or fail, whereas AA mothers tend to reinforce’ their
ckildren as a rigid funct1on of the child's achievement. (Padilla
& Aranda 328 p. 179) AN v

Neves, Harriet and,Bustamante, Marta. Nutritional value and learning
opportunities con la comida Mexicana. In Rafaeél Chavez (Ed.),
National Lonference Early Childhood Education and the Chicanito.
(Pima Community College, Tucson, Arizona, August 3, 4, and 5, 1972).
Washington: United States Department of\Health, Educat1on and
Welfare, Office of Child Devélopment, 1972. (pp 43 46).

In this report, the authors tell how they teach the1r children
about food and 1life. .Included are excerpts from Lydia Hernandez'
nutrition education report.. Different Mexicap-American dishes
are listed with the contents of each and the nutritional value.
For example: . .

i ~ Cocido

Carrots - vitamins B1, B2, C, calcium and iron’ .
Onions- - Bi, BZ, calcium and iron .

Cabbage - BY, B2, C, calcium and 1 on

Turnip”““b] B2, C, calcium and i¥bn

Celery - a comp]ete food

Beef shank - gigh in proteins and calcium

Corn goes well with this soup which is highly nutrMious and
very economical. (p.34).

Rice, Audrey S., Ruiz, Rene A., Padilla, A. M. Person percept1on, self-
identity, and ethn1c group preferené@ in Anglo, Black and Chicano
pres¢hool and third grade children. Journal of:Cross-Cultural

sxcho]ogx 1974, 5, 100-108. '




The purpose of the study was to investigate the ethnic and racial
awareness, self-identification and ethnic group preference 1n Anglo,”
| Black and Chicano preschool and third grade children.

The subgects were 140 1ower SES preschool children (4-5 year olds)
~enrolled in a Head Start program in Kansas City, Mo. and 3rd grade
children (9-11 year olds) enrolled in the same school. ' The ethnic
breakdown of preschool children was: 25 Anglo, 24 Black and 23
Chicano. The ethnic breakdown of 3rd grade children was: 14 Anglo,
}5 B}ack and 39 Ch1cano Seventy-four subjects were male, 76 were
emale . ¥ ’ ¢

A1l children were simultaneousty shown 4x5 color photographs of
young male adults from the three ethnic groups of the subjects. The
following descriptive phrases were read aloud and the subject points
to one of the three pictures after each phrase.

1. Show me the one who looks like a white man.
.2. Show me the one who looks 1ike a Black man.

3. Show me the one who Tooks like a Chicano. .

These statements elicit responses which focus on ethnic group
d1fferences

: 4. Show" me the one who looks most 1like you.

This statement elicits responses which focus on self identifica-
., tion.

5. Show me the one _you like the most. :

6. Show me the one “that is the nicest color.

7. Show me the one you would 1ike for a big brother v
8. Show me the one you would like to grow up to be like.

These statements elicit responses which focus on preferences.

-

The results were the following: g

t. Children are able to differentiate between the photographs
of Anglo and Black male; Anglo and Chicano digtinction was
difficult for the 4 or 5 year olds. Experimenters suggest
that perhaps the term Chicano not readily understood. Third
~grade children had a high degree of success in distinguishing
. the three photographs, suggesting that school experiences per-
haps are a variable that facilitate the child's ability to
discriminate racially and ethnically and. increases his aware-
_J/f ness of his own skin color as belonging to a particular group.

2. Chicano preschool children indicated no preference for-
ethfiic group, which suggests to authors that attitudes of
preference not yet formed. However a significant number of
these subjects were not able to discriminate between Anglo
and Chfcano photographs.

V3. Black preschool subjects chose the Anglo photo in response
to statement #8 and Black photo in response to statement #7.




’ s

LG

D ) o . @

This finding indicated to experimenters the lack of self esteem
and racial pride was evident in Black preschool subjects..

¢ 4, Chicano subjects preference for own ethnic group suggests
that aspects of home environment fosters a strong sense of
self esteem and ethnic group pride which manifests itself
when they-are old enough to be aware of ethnic differences.

5. The preference for Chicano photo by 3rd grade Anglo sub-
& jects im response to statement 5, 6 and’7 is open to specu- \
lation according to authors. Perhaps the Chicano child with
increase in age develops an ethnic base for classifying
* others; the Anglo child with increase age tends to classify
others based less on ethnicity and more on physical attri-
butes. ' ’

ﬁob]es de Suarez, Cecilia Cota. Skin color as a factor of racial
q :dentifipation and preference of young Chicano children. .Aztlan,
971, 2. n.p. a

The study proposes to investigate the responses to racial awareness
and attitudes of the Chicano child, ages -four to five. The two
hypotheses are the following: .

1. Chicano children in a Head Start class are aware of their
skin color. When given a lihe drawing of a child's face -and
s -asked to color this drawing the color of:their skin, they
~ will color the drawing the color of their skin. :

27 C icaﬁ% children in a Head Start class will not prefer

heir skin color. When asked to make a choice of friends .
and pla through a series of,cd1or§d drawings, they fﬁ>
will chogse for friends and playmates the. children with

dark skif.” When given a line drawing of a child's face and

asked to tolor the drawing their preference of skin color,

they will color the line drawing white or, pink.’

Sample: Subjects were 28 children in two Head Start classes

(N=i2, 16) one in Torrance, California and one in Los Angeles.

Results: In response to the'qﬁ%%tion. "Which boy (or girl) would :
you Tike to be your friend?", Class A (Torrance) showed only a -
33.3% in favor of the Chicano bond while Class B showed a 37.5%

in favor of the Chicano bond. ° '

In response to the question "Which boy (or girT)'wou1d you invite
to play with you at home?" 58% of Class A and 62% of Class B did -
not choose the Chicano bond. :

In response to color preference for the drawings in ¢he Coloring ~
Test 70% of the Chicano children in Class A and Class B did not
, choose brown as color preference. Fifty pe¥cent of Class A and
{ 43% of Class B chose bizarre colors as skin color preference.

18
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Conclusions: The children tested in this study were aware of their
skin color, supporting the conclusion that children develop racial
awareness at an early age (Clark and Clark, 1939, 1940).

Recommendations: Racial symbols which degrade the Chicano should be
eliminated from the classroom. The culture of the Chicano should

be aspart of every day class activity. The home experience of the
Chicano should be emphasized in the classroom, and the parents should
be the model and parent figures for the Chicano @hildren. The self-
image of the Chicano should be enhanced by respect for the Chicano
language and culture.

Versteeg, Arlen and Hall, Robert Level of asp1ration. achievement, and
sociocultural d1fferences of preschool children. Journal of Genetic /
Psychology, 1971,119(1), 137-142.

An investigation of the levels of aspiration, achievement, and
S soc1ocu1tura1 differences in preschoo] children is presented. Four-
\ teen 5-year-olds, five boys and nine girls, were divided into two
" groups of seven, orie Mexican American (MA). and the other Anglo-*
American (AA). The lewinian concept of level of aspiration
’ as derived from Atkinson's motivational theory formed the basis
&ﬁ//) ~ for this study. Essentially, the theory predicts that high n-

Achievers are less likely to alter their level of aspiration than
are low n-Achievers. Thé materials used for the experiment con-
sisted of a glass container 25 cm. in diameter and 10 pennies which
were used as tossing objects. The S was asked to give an estimate
of the number he thought he would get in the container. The esti- .
- mate was termed as the S's level of aspiration ( and the actual .
.- number thrown into the container was referred-to ds the achievement
level (AL). Data reveal that the difference with regard to socio-
cultural background is highly significant. The MA group is more
adept at setting realistic goals with regard to the risk taking in
. -this situation. Both the MA and AA groups are significantly higher
in LA as compared to AL. The MAs' AL is considerably nearer to
their LA. The AA group is much less adept at setting realistic
goals in this risk taking situation. The general assertion that
there are significant motivational and behavior differences in
. differing socio%ultural backgrounds is supported;(Padilla & Aranda 471 p. 256)

¢~ Wasserman, Susan A. Values of Mexican-American, Negro and Anglo blue-
. collar and white-collar ch11dren Child Development. 1971, 42(5). .

1625-1628. - \ s

N The relationship between 4-year-old children's expressed human-,
jtarian and success value preferences and their related ethnic1ty.
socioeconomic status, and sex is investigated. A sample of 180 -
children included an equal number of Mexican-American (MA), Negro
.(N), and Anglo (A) children from blueﬁand white collar-backgrounds.
The humanitarian values examined are helpfuliness, cooperation, .
concern for others, and sharing; the success values are competition,
status, expertise seeking, and completion of task. The instruments,
16 pictyres, depicted value conflict situation with eight values
illustrated by two situations each. Findings indicate that the
scores of A children are higher than those.of MA and N children.
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For the humanitarian alue complex the differences are significant
for the comparison of A with N children and not for MA children
' ( when compared either with A or N children. For the success value
complex, however; signjificant differences are found between scores
of A and MA, and between A and N children. Children of different
ethnic, groups may have jnternalized certain success and humanitar-
' ~ ian values in differing {degrees. Four-year-old A children appear
o to have internalized suckess values to a greater degree prior to -
their entrance into kindergarten or first grade. These values may
be particularly significant to a child's success in the occupational
fhierarchy of society. It is suggested that minority children -
experience value conflict in school. (Padilla & Aranda 473 p. 257)

Werner, Norma E. and Evans, Idella M." |Perception of prejudice in
Mexican-American preschool chilgrgn. Perceptual and Motor Skills,
1968, 27(3), 1039-1046. ’ :

Structured doll play interviewd were conducted to efﬁlore the
American children aged 4 to 5 yeavr3s\old. The intention was to
determine whether discrimination and evaluation occur simultan-
eously and whether they are functions of the child's age and sex,
cor of exposure to group participation outside the home. If was
- found that the children tend to group the dolls by sex and size
- ~.before grouping them by skin color. Evaluation on the basis of
: skin color occurs at the same time the discrimination is made,
"good" dol1ls being white and "bad" dolls dark. After exposure to
school the dol1l with which the child identified was white. There
is a tendency for boys to perceive the white adult male doll as
larger than the dark one of the same size. Major dimensions of
good and bad parents and good and bad children are inferred “from
the children's descriptions of their behavior. Results are reYated
to_comparable studies with regard to Negro and Oriental children
with a discussion on their similarities and differences. (Padilla
& Aranda 479 p_,260)
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Barclay. Lisa Frances Kurcz. The comparative efficacies of Spanish,
English and bilingual cognitive verbal instruction with Mexican-
American Head Start cnilgren Unpubiisﬁed doctoral dissertation,

Stanford University, 1969. (D.A.I., 30 [Jan./Feb. ], 3311-A, 1970)

Experimental language and concept formation tra1n1ng program. New
Haven Unified School District, Union City, California. The sub-
jects were 67 children random]y assigned to 6 experimental treat-
ment groups. Two control groups were taught by two special teachers.
The subjects were pretested utilizing the Peabody Pecture Vocabu=
lary Test; post tested in Summer, 1967 and follow-up testing in
Spring, 1968, utitizing the Peabogx Picture Vocabulary Test, two .

¥ subtests of the I11inois Test p s¥cno nquistic AbiTities, three
subtests of the Vance Language Skills Test, the Templin-Darley Test
of Articulation and three tests dev1seﬁ‘by the experimenter

The purpose of the study was (1) to deterﬂpne if a structura] cogni-
tive concept formation approach with linguistic training methods -

< for non-native English speaker might have more lasting results;
and (2) to determine if the use of English, Spanish or both as a
language of instruction would result in the greatest language gain.

Hypothesis tested were: .
_1. The use of structured language training program. based -upon
- both psychological and linguistig foundation, for two shprt
time periods daily during a seven-week Head Start program will
L result in greater language ‘development as measured by approp-
riate tests than will the use of music and art activities for
commensurate time periods with bilingual and Spanish-speaking
_Mexican-Amerlcan Head Start chi]dren
2. A bilingual presentation of the above language training
program will result in greater language development in English
" than either a Spanish or English prese:tation alone. (
‘.
Ten linguistic and six conceptual objectives,were developed and a
curriculum based upon these was written for the three different .
language modes. Al1 native English speakers were removed. :5
[} Se
The results showed that even in a structured language and cognitive .
training program during a summer Head Start experience, disadvant-
aged bilingual and Spanish-speaking children did not learn more, as
measured on standardized tests, than did peers exposed to a control
treatment of music and art activities

21 .
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Brisk, Maria Este}a;"/TﬁéﬁSganish sxntéx of the preschool Spanish Ameri-
E can:— the case of New Mexican five-year old ¢ ren.. Unpublished

can
. doctoral dissertation, University o¥ New Mexico, 1972. (DIA, 34A,.

July, 1973, 297A). .

" The purpose of this study is to determine the level of developmént *
of the Spanish syntax of a rural and an urban group of 5-year old
SpanishaAmerican childrén from New Mexico.

fhe evaluation of the studyAfécused on surface syntactic analysis,
interferénce, dialectal and developmental features of children’s
speech. o :

The re§31ts were: comparing the syntax of the rural and yrban
group, and of these New Mexican children with a group of Texas
¢hildren, the level of development of the syntax of SpanisSh-
American children differs with the various groups.

Brisk, Maria Este1al New MeXié§n syntawa;the fivé year old. Inf ~f
Garland D: Bj11s (Ed.), Southwest Areal Linguistics.” San Diego:
_Instituté~for Cultural Pluralism, 19/4.. : . '

Vs ‘ ) i
/ The purpose of this study fhdapted from Brisk, 1972) is to describe
. the Spanish language as spoken by two groups of Spanish-speaking
children (pre 1st grade, approx. age 5) from Northern New Mexico,,
to assess, the degree of syntactic, development.  The children were
selected from Albuquerque (New Mexico's largest city) and Chilili
(a small rural and isolated community). - . : /

Free elicitation and contrdlled elicitatijon techniques were utilized
to collect data. In the analysis of the data three aspects were
considered in .assessing the children's syiitax: the state of dev-

. elopment, the interference from English and the<dialectal character-
istics. -

$

AY

The results indicated that there was no marKed differences- between
~ the urban and -rural speakers in the analysis of interference and
_dialectal characteristics. Dialectal syntactic features wer o
> . common to both groups. ~However, a noticeable difference wasﬁfound '
" in the degree of syntactic development. Rural children had estab-
lished a greater proportion of structures than urban children
(66% frequently used structures as opposed to 47%). Rural children
., had acquired a greater number of structures than the urban ¢hildren

° (90 as opposed to 74). (p. 236). . ' $ e .
"The following types of sentences were found in the speech of both T

groups:

, % A sentence with a copula (verbs ser and estar). -
< 2. A sentence with a. true verb (transitive, intransitive,
reflexive, impersonal and subjectless).

’ - 3. A sentence in which the, copula or the verb have been deleted;--

with or without the rest of the verb phrase. (p. 237).

Rural children's speech indicated a preference for type 2 (68% as
opposed to 35%). Urban children's speech indicated a preference for
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type 3 (36% as opposed to 12%) which subst3yntiates that their syn-
tactic patterns reflect a predominance of abeling structures.

~The author concludes that the syntax of these Spanish-speaking
children is not fully developed at pre 1st grade age. The level of
development differs among the rural and urban groups, suggesting
that the.function of Spanish in the home and in the area has an
important effect on the development of syntax. .

Card, Judy Ann Lee. A study of some oral language test instrument vari-
ables concerning Mexican American biiingual children. Unpublished
master's thesis, University of Texas at Austin, 1970. ' .

Pur bsei to provide an accurate description of the phonological
§§ngrmance and fluency of a group of Mexican American children
/in both Spanish and English.- The study specifically sought to:

- 1. Obtain samples of speech (by means of test® and retest)
. from each of 63 first grade MA students in order to determine
phonological \proficiency and fluency for each child.

5 2. Determine if there is a difference in a chi]d‘s'ége
of specific phonemes while mimicking and in free speech.

& 3. Critically analyze the test instrument (English phonology,
- Spanish phonology and fluency sections of the Gloria and David
' Instruction Series).

4. Determine if the different sequencing of test {tems results
. in a difference in a child's performance on the test.

Hypotheses were tested using analysis of variance, covariance and
“intercorrelation analysis.

. Conclusions:” (Author notes that any findingslbr conclusions
derive? from the data €ollected should be applied only to the sample
tested). -

1. No significant,improvement in English phonology from test
1 to test 2. =

2. -Significant improvement in Spanish phonology from test 1
' ? . -to.test 2. ‘ o
4 ) . .
3. High degree of correlation between Spanish phonology scores
and Spanish fluency scores for test 1, and a high ‘degree of -
correélation between English and Spanish phonology scores for
test 1 and test 2.

. s ] ’
4. Definite improvement in phonology scores for most students
in both bilingual instruction and control groups between test 1 .
and test 2. - ' :

5. Students who did well in Spanish phonology on test 1, also
did well in Spanish fluency. English phonolégy did not correlate

- ‘ 23 .
12 - - ’




-
Al
\3

8§

significantly with English fluency on either test, and Spanish
phonclogy ‘did not significantly correlate with Spanish fluency
on test 2. - .

p Recommendations: Need for a more éomplete and normed test for
e assessing oral language proficiency. .

, Carr, Dorothe Joan. The role of games in teaching standard Spaﬁish as ¢
a second dialect: onology. Unpublished master's report, University
of Texas at Austin, 19/4. » .

Purpose: To present a ragionale for using verbal games to.help
t

each standard Spanish a second dialect to Chicano children,
and to list a number of s and activities which may be used for
this purpose. X

The author cites the importance of the use of verbal games in lan-
guage instruction. She discusses "keys" to successful usage of
_games. The author groups verbal games which focus on specific
phonological differences between Chicano Spanish and standard
Spanish and verbal games which focus on general phonological diff-
I - erences. :
¥ o , .
. Cornejo, Ricardo Jesds. Bilingualism: study of the lexicon of five-year-
old Sganish—sgﬁgking children of Texas. (Unpusblished doctoral .
: jssertation, University of Texas at Austin, 1969). Dissertation
Abstracts International, 30(2),/}544-A, 1972. '

The aim of this study was to collect'an initial corpus of recorded
material representing the speech of children, in .order to gather
information concerning the lexicon of these children before they

R enter first grade. \

The preliminary analysis of the findings showed some linguistic
pattems which were unexpected. One of them was the high fre-
: quency of "baby talk" in the speech of children who are about to
’ enter school. The second important finding was that English is .
already the predominant language at that age. This was demonstrated.
inthe high degree of lexical, phonological and syntactic inter-
. ferences from English to Spanish whereas interferences from
Spanish to English were highly significant at the phonological )
level, but minor at the lexical and syntactic levels. This language
| situation should be studted in detail, especially because of its
. implications in the preparation of teaching materials for bilingual
- education programs. :

Evans, Phyllis Joyce Howell. Word-Pair discrimination and imitatioﬁ
abilities of preschool ecorngmically-disadvantaged native-Spanish

. speaking children. UnpubTi$hed doctoral dissertation, University
og Texas at Austin, 1971.

The purpose of the study was \to determine among native-Spanish
speakers (1) whether significant diffenences existed between word
pair discrimination and imitation in Enilish and Spanish, (2)

" whether significant differences existed| between languages :(English-




9 ¥ '
Spanish) on tasks, (3) to compare:%he proficiency of native-English
“ speakers on the same measures and (4) to provide descriptive informa-

tion on the types of errors.

The subjects Qer 0 preschool children: 20 native-Spanish-speakers
émean C.Ai-68.1 mos.) and 20 native-English-speakers (mean C.A.-
8.2 mos.). '

Four tasks were provided using 20 word pairs and 50 single words in
each language. The tasks were: qgg
\
: Spanish word-pair discrimination (S-WP)
‘ - Spanish word imitation (S-1W)
English word-pair discrimination (E-WP)
English word imitation (EJ1W)

The analysis indicated that theke is no significant ggfferences
between the two groups on the folr tasks. '

The results were:

1 Spanish speakers more proficient in theigyorative language /
than were the English-speakers.

2. _Althouéh interference may create some problems for preschool
Spanish-speakers in imitating English words, many of these
errors are also age related. . &

Freiheit, Beryle RAE. Effectiveness of a daily auditory training program
for Spanish-speaking children 1earning ‘English. (Doctoral disserta-

! tion United States <International University, 1971) Dissertation
Abstracts Internitiona], 1971, 31A(12), No. 6399-A.

3 The purpose of this study was (1) to evaluate the.possible effect- .
iveness of a daily classroom program in auditory training of the \

\ speech sounds of {nglish which the Spanish-speaking child has great v
difficulty hearing and imitating and consequently reading; and (2) \
to develop examples of instructional auditory training materials i
and techniques for presenting those. sounds. - X

\ An experiment was conducted with children from a self-contained ESL \
\ _ classroom consisting of an ear-training program which stimulated) \
\ some -basic sounds of English £ determine the éffectiveness of such
\ a daily program on their‘artiqg]at1on of English. .

\ Statistical comparisons i&Hicated that the experimental males and

5 females revealed significant decreases in articulation errars from
the pre-through the post-measure. On the other hand, males and fe-
males comprising the control. group revealed significant increases '
in the number of errors made\from the pre- to the post-measure. A
This would suggest_that "sound" errors, if not corrected, tend to
compound themse]veg.g g ' :

Primary recbmmendatioﬂ.o author 1s the inclusion of dafly auditory
training program for stimylation and diégrimination of the "sounds \
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Gonzalez, Gustavo. The acquisition of questions in Texas Spanish. In
Garland D. Bills (Ed.), Southwest Areal Linguistics. San Diego:
Institute for Cultural Pluralism, 19/4.

The purpose of the research was the study of interrogatives and
their development in the speech of middle-class native Spanish-
speaking children ages 2-5 years from the Lower Rio Grande Valley,
Texass Several informantf%ﬁere selected at each age level thus
establishing an "appdrent -time" basis for the study. Two males
and two females were interviewed from each of the following age
intervals: - 2.0, 2.6, 2.9, 3.0, 3.3, 3.6, 4.0, 4.6, 5.0, 5.6, 6.0,
7.0, 8.0 and 10.0. B - ) ‘

The results presented are based on the analysis of four informants:
interviewed at each age level between two and five years.

1. The order of acquisition of questions in Spanish appeared
to be the following:

. el
’ a. Yes/no questions. Taf
4 b. Information questions. o

c. Tag questions with-verdad. ' ¢ -

©

2. The basic interrogative formations in subjects peak at 3.3

years. The basic types of questions remain constant. However,

questions tend to become more complex with age. .

3. The need for further research on a real-time basis is
required especially in the age span of 200 and 2.6 in which

1 was observed the greatest growth. And, further research in
comparing the acquisition of Spanish by Chicano children with

/F the acquisition of Spanish by children in other Spanish- i

B ~ speaking countries (Mexico, for exahiple).

Gonzalez, GuStaJﬁ. The acquisition of Spanish grammar by native épéniSh
speakers. pubTished doctora] dissertation, University of Texas
at Austin, 1970. Dissertation Abstracts International, 31A(11),
6033-A. \ *

A4

n

This investigation focuses on th 'acquisitii& of Spanish grammar by

middle-class Mexican American children in the\Rio Grande Valley of

Texas. The speech of three children at the fqllowing age levels ™

(given in years\ and months) was” pgrded, transcribed and ana]yz%g;
\ 3

2.0, 2.6, 2.9, 3.0, 3.3, 3.6, 4.0, 4.6 and 5.0) Significant syn
tactic patterns are reported for ei level, as is their relative
frequency of occurrence. Other gr tical areas examined include:
verb tensés,_negation, interrogatives, possessives, imperatives,
adverbial modification and sentence complexity. Grammatical
deviations encountered at each age level are reported. A chapter
summarizing the findings is included.

The data revealed the following g*owth 1?\numb§5j%j;disiin t syn-

tactic structures: from thirteen at age\2.0 t enty-one at age
g 2 ‘

96 ' \
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A, 5%;6 increasing to thirty at 2.9. By age 3. 0 the number has grown %ﬁ ?
thirty-three. The increase at subsequent age levels is small,’
> the total number of distinct structures reacb1ng a peak of thirty-

Ca e1ght at 4.6.

The tenses for expressing present, past and future seem estab]ished
»at 2,6. The perfect tenses are last to appear. Negation through
no is established at 2.6 and expands to other negatives at a later
-Time. -Adverbial modification is first manifested. through single
2 word locative adverbs; these fo]]owegfby single word temporal
adverbs. Adverb clauses develop next and follow the same se-
quence as the si adverbs. Sentences. progress from simple to
complex to compd ﬁﬂﬁ’ and -finally to compound-complex. The acquisi-
~ tion of new patterns or processes does not seem to depend on
~ mastery of prev1ous patterns or processes -
Gonza]ez J L. The effects of materna] stimu]ation on ear] language
deve] ment of Mexican-American children. npublished doctoral
dissertation, University of New Mexico, 1972) Dissertation Abstracts
Internationa1 1973, 33A(7), No. 3436A.

‘The purpose of this study was to determine the nature and extent of
language stimulation provided at home by fiothers of four preschool
age, disadvantaged Mexican-American children. A|secondary purpose

. of .the study. was to determine whether mothers off this sample of ,
children could use verbal expansions to stimulate their children's °
language development. Specifically, the study attempted to obtain
information relative to the following questions:

1.%als 1anguage retardation evident at an ear]y age?

2. Do mothers prov1de verbal feedback. for their ch11dren S
verbal utterances? ' O
] .
3. Does a mother's attitudes toward child rearing. influence -
the nature of verbal stimu]ation provided to the child? ‘

4. How frequently do mothers utilize feedback in the form
of verbal expressions? -

5. Can mothers, familiarized with the prdcess of expansions
utilize the tra1n1ng to stimulate their children's 1anguage
development_as evidenced by an increase in maternal expans1ons
after training? » : "

4;5%. .Do children whose" mothers‘EJiliz(’ex ansion a high percent-
age of the time demonstrate more language growth than ‘children
who receive 11tt1e feedback in_ the form of expansion?

[

Six children ranging in age from 23 to 32 months, wére -assigned to
one of three treatment groups. Four of the ch11dren were from
impoverished environments and were randomly assigned‘to either an
- experimental or control male-fémale group. Two children were from
middle-class env1ronments and comprised the comparison group. One:
“welfare group's (expansion) parents received training din the pro-
cess ofcexpandfng their.children's utterances. Another weﬁfare
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o ,'roup's'(contro]) parents received no training. The third group- .
< ‘%cqmparisqn) received no special treatment. ’ : \\;
. " . Instruments: ITPA, PPVT and two language evaluation scales.

Parental Attitude Research Instrument (PARI); used.to deteimine
the atgg;udes of the mothers towards child rearing.

_ : £~
Results: Appears that language retardation as evidenced. by .
depressed mean “length of response and children's protocols can be
detected as early as two years of age.

The results were-unclear in regards to the second gquestion. The |
four welfare mothers did respond to their children's utterances, .
however, the differentiating factor appeared to.be the length of
the mother's response. - .

The answer to the third queStion was not obtained in thespre;ent
study. This was due to problems of interpretatien of the
mother's responses to the PARI. -

The four welfare mothers used verbal expansions an average of ,
13% of the time during the baseline period.’ The aver ggpxpansion 0
rate for the entire twelve,weeks was 14%. - = . :

The two mothers in the Expansion group mdintained higher expansion

rates throughout the study when compared to the Control mothers.

However, the two Expansion mothers had a slightly. higher expansion
. ‘rate during the baseline period. The effects of treatment were : ’

unclear because of the fluctuating rate of expanded speech among

the mothers throughout the study. Further, it wWas not clear

whether mothers who utiliZe expansion a high percentage of the time

have children who demonstrate more language growth than children- , o

who receive little feedback of this nature. ~ S L

Heras, Ivonne and Nelson, Keith'E. Retenfioh of semantic, syntactic,

e and language information by young bilingual children. p Lt
. Science, 1972, 29(6B), 391-393. : | sxchqnomtn£4;

o : Twenty bilinguals5-year-olds were read staries in English and N
. Spanish. Using variants of the second sentence in each story,-

recognition memory was tested for semantic.and syntactic informa-

K tion. The children were also asked to identify the language of '

the third sentence in each study. The data indicate that the g
children success§ully coded and remembered sentences in terms of

_meaning but rapidly forgot details .of syntactic form. Coding by o

language {Spanish or English) for the third sentence was forgotten et

if followed by material in the alternate language. (Padilla & Aranda 182 p. 98)-

_ Mycue, E. Testing in Spanish and the sibsequent measurement of English -
~ fluency. Texas: Texas Women's University, ric

| o , 1909 A ¢ W
"~ The Language Facility Test was administered to 48 preschool chi]dren\\\\q)
- in Head Start classes Tn Fort Worth, Texas, to determine (1) if the ]
spontaneous production of English speech would be -better'after the L
-y . bilingual children were first'a11owedato perform in Spanish, and ' '
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-(2) ,if the English langdage performance of the Mexican-American .
bilingual children would be better when tested by a Mexican- = - . "f
. American examiner, rather than an Anglo-American examiner. Results
- of the study showed that (1) pupils performed better with a
Mexican-American examiner and (2) children-performed better in
English after initial performance in a similar task in Spanish.
- * Recommendations were that: (1) bilingual education-he made manda-
tory, (2) new material on bilingual education be made available,
§3; English be taught as a second language to bilingual children,
4) teachers be fluent in both languages, and (5) under-achieving
- Spanish_speaking children be tested in Spanish as well as in English
to de ine more accurately, their potential and specific needs.

A survey of related studies 1s.included.

“ % ! v o o e . ’ S
Nedler, Shari and Sebera, Peggy. Intervention strategies for ‘Spanish- . .. _°
sggaki;g preschool children. Child Development, 1971, 42(1), . '

2 -26 . . . . * s

A comparison of three strategies of early intervention designed to
increase the language 'and communication skills of disadvantaged
3-year-old Mexican-American children is made. . Treatment group I -
included 16 children in a planned Bilingual Early Childhood- Educa-

. tional Program. Group II included 16 children who were indirectly
involved in a Parental InvoTvement Program. Group III was composed
of 14 children in a traditional day-care center. Before and after
a 9-month intervention period, all subjects were tested with the

- Leiter International Performance Scale and the Peabody Picture

. Vocabulary Test in English and Spanish. “On all measures, Group I
made significantly greater gains than the other two groups,'indica-l
ting the greater effectiveness of the planned Bilingual Early :
Childhood Education Program. Lesson activities for Group I have

‘'been designed to provide experiences promoting the use of language
to abstract information. Beginning with the development of
cognitively directed perceptions, the skills needed for making -
observations meaningful in analyzing the surrounding "world" afe
programmed into lessons through careful, delineated questions/ Ex-
pansion of this ability to handle the coding process forms the base
for the development of abstract thinking skills.. (Padilla &
Aranda 327 pp. 178-179) ) ,

" 1

Steiner, Violette G. and Zimmerman. - Assessinngilingual language =~ - '

ability in the Mexican-American Eresc ool child. Paper presented

» at the Annuail Convention of the Western Psychological Association
(Portland, Oregon, April 26-29, 1992. [Eric Ed 073 831].

- The current emphasis on "teaching in the language of the child" has
* led to a demand for bilingual programs,in Mexican-American communi-
ties.” Ninety preschool children, assumed to be Spanish speaking,

. Were referred to a summer program for amelioration of English
language deficiency. Spanish and English versions of the Preschool

- Language Scale werd administered to determine Janguage dominance,
evelopmenta stggzs,‘and'areas of deficiency.” Results indicate
that prime consideration should be given to the assessment of the
preschool child's language status before assuming competency or
dominance in any langugge or deciding to establish a bilingual pro-

ram,
g v 4-{ 29
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' Bernal, E. M., Jr. Concept learning amon Anglo, Black, and Mexican- -‘cﬂ%;
Y American children using facilitation strategies and bilingual <
Techniques. (Doctoral dissertation, University of Texas at Austin, '

97 nn Arbor, Mn: University Microfilms, 1972, No. 72-15,

This study analyzes the results of tests administered to Black,
Anglo-American and Chicano students under two different conditions,
"standard" and "facilitation". Under the first condition, the
minority students scored significantly lower than the Anglo< :

i American students on tests of conceptual attainment., Under facili-

™ *  tation, however, the significance disappeared because of the

enhanced scores of the Chicanos and Blacks. Possible interpreta- -
tions are suggested, including the possibility that tests are
biased, in terms of content and in mode of preséntation.

Bernal, Ernest M. ‘Comparative concept learning among Anglé, Black
and Mexican-American children under standard and facilitation
condition of task administration. Paper presented at the Symposium

@ " of the Effects of Cultural Variables on the Mexican-American at the
meetings of the American Psychological Association, Washington, D.C.,

The effects of a standard task administration versus a complex
facilitation strategy on the concept learning (CL) of monolingual,
_English-speaking Mexicans (MAI), bilingual Mexican Americans %MAII)
Anglo-Americans’ (AA), and black Americans (BA) are compared. The
three hypotheses generated are: (1) facilitation strategies will
have 1ittle effect for AA's in their performance under standard CL
test conditions; (2) ethnic minorities will score higher on CL
tasks with facilitation strategies than with the standard CL
administration; (3) under equal facilitative conditions, the AA
group will not perform significantly better on CL tasks than do the
BA, MAI, or MAII students,. One hundred and ninety-two subjects
were administéred the quﬁfied version of the Letter Sets Test and
. the Number Series Tests. The results show .that the hypotheses are
-, supported; that is, statistical significance is obtained in the
direction predicted. The AA group is not affected by the inter-
vention technique, whereas the ethnic groups show significant
difference in the predicted direction. Moreover, with the facili-~
tation technique the ethnic minority groups perform as well as the
AA's. It .is concluded that, contrary to the hereditarian position,
ethnically appropriate environmental intervention can effeci§g§1y '
eliminate the significant CL-performance differences across e

hnic
populations. (Padilla & Aranda 032, pp. 16-17) :

Cornett, Joe D., Ainsworth, Len and Askins, Bill. Effect of an inter-
vention program on "high risk"” Spanish American children. Journal
of Educational Research, 1974, 67(8), 342-343. o

ERIC A
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Mental ability, language development (English), language develop-

ment (Spanish) and self-image changes were studied as effects an

early intervention program for preschool children. <Subjects were

fifty 3, 4 and 5-year old children from disadvantaged backgrounds

and from bilingual cultures. Subjects also exhibited a number of
additional handicapping factors. Differences between groups

(N=30 for experimental and N=20 for control) were analyzed with

analysig of covariance utilizing pretest scores as covariates. Nr
Results indicated that intervention subjects made significantly

greater gains in mental ability, language (English) and made -

greater gains in language (Spanish). Also intervention subjects

demonstrated a positive growth in self-image.

Feldman, C. and Shen, M. Some language-related cognitive advant%ges
: of bilingual five-year~olds. Journal of Genetic Psychology,
1971, 118(2), 235-244. '

Fifteen monolingual and 15 bilingua] (Spanish-English) Head Start

- children were compared in their ability at tasks involving object
constancy, naming, and the ise of names in sentences. The three
tasks constitute a natural sequence of language skills. Results
indicate that bilinguals performed significantly better than mono-
1inguals in all three tasks. In tasks involving the use of common
names, and the use of nonsense names, both groups of subjects are . s
equally competent. However, the bilinguals are better than_mono-
linguals in the use of these same names in relational statements.

- The use of switched names as labels is also superior in the bi- -
Tinguals, but the knowledge of names and facility for acquiring

.new names is equivalent in both groups. It is suggested that young
children first regard names as attributes of things they label.
Later children learn that names refer to the things they label [ 3
because someone so uses them. Having a notion of meaning as a
function of use might facilitate acquisition of the ability to
use labels 1in sentenes and it is concluded that this ability
is greatest in bilingual children. (Padilla & Aranda 115, p. 63).

Go]dberébeuéan Sher. Problem solving and transfer in preschool children.
Unpublished master's thesis, University of Texas at Austin, 1971.

‘The purpose of this study was to provide information on factors
that may lead to "transfer” in the problem-solving processess of
preschool Mexican-AmepiGan and Anglo-American children. The study
consisted of two parts: _ o —

ubjects were 5-6 year old Mexican-American
.children frop lower SES families enrolled in the Southwest
Educational Beyelopment Laboratory Bilingual Early Childhood
- Program at H. K. Williams School and Good Samaritan Center.in
.San Antonio, Texas. Of the eleven children from the Good
Samaritan Center, five were given the training sessions and
- then the transfer problem, and six were given only the trans-
, fer problem. Those children given only the transfer problem
4 . were used as a control group to assess the effectfveness of
o g - the training sessions and to measure positive, negative, or

31
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_ é(uzma, Kay J. The effects of three preschool interventﬁy rograms on
' the development of autonomy in ﬁexican-lﬁerican and Negro children.

LS

Q

b ]

absence of transfer. At H. K. Williams School, eleven subjects
\ were given bhoth training and transfer, and thirteen children
\ were given only the transfer problem. . -

Part II: The subjects were 5-6 year old Anglo-American children
from middle SES families enrolled in Jeffrey School in Austin,
Texas. Part II of the study involved a similar procedure as
in Part I, except, the subjects from the Jeffrey School were
given only the transfer problem. It was not known whether the

¢ ability to solve this problem would be affected by social
class or. ethnic background. ’ .

Procedure: The subjects were given three training sessions at
\ﬁgﬁicﬁ they attempted to solve a problem. The training problem--
which remained the same during each session--censisted of the ‘
child's having to take water out of a bowl and put it into a glass
using a variety of materials. With each training sesSion the child
was given new materials. None of the materials alone could be
used to solve the problem, but in each case, two of the objects
could be combined to solve the problem.

The results indicated that a greater percentage of the Jower SES
Mexican-American children solved the transfer problem than did
the middle SES Anglo children. However, inasmuch as the design
of Part II was different from Part I, it is difficult to determine
from the evidence, any significant differences between Mexican-
American and Anglo children in problem-solving process. The
writer concludes that children from different ethnic and socio- .
economic backgrounds appear to react similarly and have the same
dMfficulties at this with transfer problems of this type. There-
fore, the children should not be treated separate]y. -

ssertation Abstracts International, 3I(4-A): - ~-1624, 0.
UnipubTished doctoral dissertation, University of (falifornia at
Los Angeles, 1970 (207 pages). .t o S

- ¥ *
The author defines autonomy as self-regulating behaviors which
facilitate effective problem solving. . '
were any measurable differences in autonomy between Mexican-
American and Negro children, (2) to determine the effecty pf ‘three
differént preschool intervention programs upon the'develdpmt
autonomy’ in Mexican-American and Negro children, and (3) #}¢:

determine the relationship betieen intelligence and the di¥
asgcts of autonony. '

The major objectives of the study were: (1) to deterﬁingajffthere

The study evaluated 42.Mex1éan-ﬂmerican; 35 Negro children énro]]ed"“'
in the San Bernardino Summer Head Start program. Nine classrooms
selected were affjgned,random1y to three different treatment groups.

1. Autonony Treatment which utflized specially prepared
" Autonomy Program Guide--including training techniques to
foster the development of autonomy in young children.

32,




{

a

I

2. Language treatment which utilized-U.C.L.A. Preschool Language

N

Program. ‘Language development related to different sub;ect
areas in school.

-~

3. Regular Head Start treatment—-control group.

Test data: ch11d~-PPVT 1nte111gence' CATB~~Cincinnat1i utonomy Test
Battery. Teachers and aides>-UCLA Characteristics of Teaching Staff.

UCLA Teacher Expectat1ons of Achievement for children 1n Head
Start (TEACH), Observer's Rating ForgLprF) and 'a teacher's reaction
sheet. ; > '

Results: (1) Mex1can American and Negro children appear to be
similar in various aSpects “of autonomy, (2) Autonomous behavior
increases when children are in a preschool program irrespective-

of types of SUpplementary curricula, (3) Mexican-American children
tend to increase more in autonomous behaviorZ#uring preschool Q@\
program than Negro, (4) 1nte111gence is incr®ased significantly

in 7 weeks when children are in preschool programs which‘emphasize
either language or autonomy, (5) intelligence correlated p051t1ve1y
only to those aspects of autonomy which may be considered cogni-
tively oriented--for example, competence in English, task compet-
ence persistence, field independence and reflectivity, and (6 '
differences in training expectations and teaching performance -
should not be ignored when studying the effects of different
intervention programs.

Rieber, Marton and Womack, Marce]eete The intelligence of preschool

children as related to ethnic and demographic variables. Except-
jonal Children, 1968, 34(8), 609-614.

A comparison on the intelligence of preschool children froim three
ethnic groups is made. A group of 568 Negro, Latin American, and
Anglo siblings from families with incomes in the lowest 20 percent
for the community were administered the Peabody Picture Vocabu]ary
Test. Approximately one-fourth were retested after 5 weeks in a
Headstart preschool program. The average IQ for Anglos is 85.0, for
Negroes 69.0, and for Latins 50.3. Chijldren who scored in the.
Towest quartile were compared with those in the highest on a

number of economic and family variables. Income and educational
level of panents, size of family, and maternal employment were
found to d1ffer for the two groups. Those children who were re-
tested all made significant gains. These results indicate that the
type of experiences offered by the Headstart program are generally
missing in their home environment and perhaps their poor showing on
the Peabody can primarily be attributed to a broad form of stimulus
deprivation. The large differences in average IQ's of the Latin,
Anglo, and ‘Negro children are difficult to account for because com-
parisons across racial groups involve differences in caste as well
as 1in. social class and controlling, for one does not eliminate the
other. (Padilla & Aranda 367, p. 201).
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. Sasser, C. Motor development of the kindetggrten Spanisb»sgeéﬂzng dis-
. advantaged child. Unpublished master's thesis, Texas Women-'s
University, 1970. [Eric Ed 067 186].

12

The purpose of. the study was to determine whether an experimental

. group of kindergarten age, Spanish-speaking, disadvantaged children
couTd make significant gains in motor skills when given a concen-
trated motor development program. ‘ '

The sample consisted of 32 students; 17 students in the experimental
group, and 15 students in the control group attending kindergarten
.~ classes in San Antonio, Texas. : :

A concentrated motor development program was given to the experi-

mental group for a peq; d of 7 weeks. The control group was

given no extra motor @tivities other than free outside play. Pre-

test and post-test scores, Ayres' Perceptual Motor Test ‘was used

indicated that gains in the biTateral rhythms, body baTance with %

vision, Body balance withgut vision, and skin design tests were

significant for the experimental group. Gains on the gross-motor

planning test and the draw-a-man test were found not to be sigmi-

ficant.o N , .
Southern, M. L. and Plant, W. T& Differential cognitive development

within and between racial and ethnic groups of disadvantaged :

preschool and kindergarten thildren. The Journal of Gepetic

. Psychology, 1971, 119, 259-266.
~~

This report is a description of cognitive characteristics of a
large samplé\pf economically disadvantaged preschoolers. Stand-
vardized psychometrics not heretofore employed for testing differ-

ential growth among such samples were employed.

The subjects were 370 children enrolled in a year-round. pre-
kindergarten program. 245 kindergarten children were also tested.

 Results: The authors contend that the results of-the study, com-
™' Pined with those obtained by others, very strongly indicate that

young children from economically impoverished families display
deficient general intellectual and language abilities. In addi-
tion, they also display consistent patterns of different specific
intellectual and language abilities. Additionally, the differ-
ential intellectual and language performance -of low SES children

. may be‘partly a function of their specific racial or ethnic back-
grounds. : /

Spence, Janet Taylor. Verbal and nonverbal rewards and punishments
in the discrimination learning of children of varying socio-
economic s}a Y. ‘Deyelopmental Psychology, 1972, 6, 381-384.

o

The samp]e\
children of
care—ceriters

ted of 200 four and five year old lower-class

GtTh American and Negro ethnic background from day-
in Corpus Christi, Texas, and middle-class children,
0s, from preschools in Austin, Texas. Ten boys and

34
23




girls were selected for each SEC. 5

The subjects were given a two-alternative discrimination list and
after each choice, were shown the correct item. Control sub- h
jects received only this feedback. The four experimental groups

. received supplementary reinforcers: verbal or non-verbal reward
following correct responses or verbal and non-verbal punishment
following incorrect responses. The middle-class subjects performed
significantly better than the lower-class subjects (p<.001).
Within each socioeconomic level, however, there were no signi- -
ficant differences among cond1tions.

Conclusion: "The properties of 'rewards',and 'punishments' and their
effects on performance appear to be heavily influenced by other

situational variables, and perhaps as well, to subtle character- -
istics of the reinforcers themselves. The challenge that presents
itself is to isolate these determining conditons." (p. 383). The

study did not prov1de‘§pec1f1c data as to the performance of the
Chicano children subjects. ’

Stedman , James M., and Adams, Russe]] L. Achievement as a function of
1anguage competence, behav1or adjustment, and sex in young dis-
advantaged Mexican-American children. Journal of Educational
Psychology., 1972, 63(5), 411-417.

Language competence in b4;2 English and Spanish and non-]inguist1c
(teacher adjustment ratings and sex) behavior measures were obtained
from 122 Mexican-Américan Head Start enrollees. Seventy-six avail-
able subjects were later retested for achievement at the end of the
first grade. Results indicate that the teacher behavior rating
of introversion-extroversion constituted the strongest predictor

of language achievement, whereas English-language competence

sproved to be the strongest predictor of math. Spanish-language
competence fa1led to predict any language variable. Sex did not
prove to be @.strong predictor of any achievement criteria and
failed to correlate significantly with any achievement variable. q
.The behavior patterns of the more extroverted Mexican-American
child, which possibly make him more receptive to the teacher-
student interaction, are discussed. (Padilla & Aranda 443, p. 241).

Vasquez, James Measurement of inte111dénce and 1anguage d1fferences.'
' Azt]an 1972, 3(1), n.p. .

The author deals with the implications of using trans]ated tests
and non-verbal tests for the measurement of intelligence in
Chicano children. Research is cited indicating that:

1. Chlcanos dre ISproportionately represented in EMR classes.

2. Prob]ems are with the tests used for EMR refeqra] of
Chicanos not the referral process- 1tse1f (Mercer', 1970)

3. To translate tests into Span1sh is not enough. Cultural
biases of the instruments must also be considered. (Keston,
Jimenez, 1?59)

| o , 39
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4. HNon-verbal tﬁsﬂs may also he culturally biased.

The author concludes by offering two alternatives to the problem
. of measurement of intelligénce in Chicanos: (1} the development
7 of tests which measure the abilities of different linguistic/
cultural groups, specifically the Chicano, or (2) doing away
with intelligence testing. !

Van.Duyne, John H. and Gutierrez, Geroge. The regulatory function of
language in bilingual children. Journal of Educational Research,
1972, 66(3), 122-124. o - i

. The development of the ability of 4-, 5-, 6-, and 7-year<eid &t
_ bilingual children to perform a complex perceptual-motor task when
they were given only Spanish or English verbal instructions is
jnvestigated. Six Mexican-American children from edchof the
. four age groups were selected. The initial task was to press a
square to a blue 1ight and a circle to a yellow light. Half of the
subjects were instructed in English and the other/half in Spanish.
In the second task the color-form associations of the initial tas
were reversed and instructions gjyen in whichever language treatmgnt
they had not previously had. ReSults indicate that children per-
form better when given Spanish instructions. This is especially
 true for the 5-year-olds. Results alsc indicate that performance
under both languages increases with age, and that a stable system
of perceptual-motor connections is established by verbal instruc-
tions under the Spanish treatment at age 6 and under the English.
treatment at age 7. (Padilla & Aranda 469, p. 255). \ .
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. MISCELLANEOUS

Andersson, Theodore. Bilingual Education and early childhood. Paper
5 presented at the First Annual International Multilingual, Multi-
¢, cultural Conference, San Diego, CA, April 2-5, 1973.  [Eric Ed _
074 868]. oo '
rt/I of the paper considers conventjonal‘gilingual-bicultural ﬁ
ograms, observing that there is still much need for improvement. -
Acegrding to the author successful grograms require adequate
Societal information; a clear understanding between school, home -
¢ v and community; a satisfactory statement of basic program philo- °
. sophy, rationale, gaals and objectives; a sound program designy
provision for research; and a clear descriptipn and evaluation
, of the program at each stage for the benefit of other interested
” . comunities. Part II explores the field-of early childhood,

’ especially ages 2-5, and finds.implications for innovative bilingual-
bicultural education. The paper points to evidence that in these
early years children have a great though often untapped potential
for learning in such areas as language, culture, art, music,

a literature, numbers, nature study and human relations. It:con-

. cludes that the best way to achieve a significant new advance in
bilingual-bicultural education is to take full advantage of the @
prodigiqys learning potential of children from birth to age five.

Leslie, Judith, W. Preschools for Mexican Americans: Research and
curri®ulum. [Eric Ed 080 186]. : ,

Current preschool programs for Mexican American children are
examined. Programs are categorized as either experimental or non-
experimental. The emphasis of the experimental section is upon
N Iresearch findings, while the emphasis of the non-experimental
N section is upon the curriculum and its implementation. Six studies
- are discussed in the experimental section: the findings suggest
: 'y that bi]%Zgual instruction is not superior to English or Spanish
. : instruction in terms of student achievement. However, one study
3 . . . showed successful social adjustment on the part of Mexican-American
- children involved in bilingual programs. Findings also showed
B integrated classrooms to facilitate“achievement gains for Mexican
: Americans. ,Seventeen programs are discussed in the non-experi- -
mentpl section. Findings indicate that in some cases acquisition
- of a specific English vocabulary enables a greater percentage of
g Mexican American children than normal to progress to subsequent
grades in school. Three outstanding features of these preschool
programs are a bilingual approach, a greater degree of parental
<, involvement than in most presehool programs, and an awareness and
appreciation of Mexican American cultural heritage.,

<

Mivanda, Consuelo. A bilingual oral language and conceptual development
for Spanish-speaking pre-school children. [Ed 034 568] -Lansing:
Michigan State Dept. of Ed., August, 1968. ’
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Paper bound edition of a series of lessons to be used in an English
language and conceptual development program for 4 to 5 year old
migrant Spanish-speaking children. Overall goal of lessons is fo
provide the child with the language and conceptual skills he

needs to benefit from a standard school setting.

The Tessons are based on Structured Oral Language Circles 15 minutes
gy length to be utilized in 59 English Circles and 61 Spanish Circles
. . ,

e%sions.per day for 8 weeks. e
e ]

Nedler, Sharj Evans. Curriculum development for re-school Spanish>
: speaking children. of the Southwest: a study of the translation
of .a developmental process into classroom practice. UnpubTished
doctoral dissertation, University of lexas at Austin, 1972.
(D.A.I., 34A [August, 1973] 560-A).

The purpose of this study is to document and analyze the applica-
tion of the Southwest Educational Develppment Laboratory (SEDL)
development process to the.design of a ccomprehensive early childhood
learning system for economically disadvantaged Spanish-speaking b
children. The study reviews and analyzes, in detail, SEDL's six-_
stage process for production and testing of a replicable strategy
as it was applied in the development of early childhoold bilingual
programs in San Antonio, Mc Allen, Galveston, Edinburg and Alamo
Heights (San Antonio), Texas and. Somerton, Arizona. The comprehen-
sive strategy used in developing the programs was to design curri-
culum and staff development materials whi]e(concurrently testing
these materials in each of the development centers.

The subjects were three and four year old Spanish-speaking children
enrolled in a preschool program. Comparison groups were selected
consisting of children enrolled in twelve month full-day, day-

care programs and comparable in age, ethnicity and SEE.

The results indicated that children in the SEDL program post-tested
significantly higher than comparison groups when tested for intell-
ectual development at all age levels, language development at ages
3 and 4 when tested in Spanish, and indicated a difference in
language development, though not statistically significant, when
tested at ages 3 and 4 in English. Although both groups indicated
respectable gains the children in the SEDL program demonstrated

- greatest growth in the areas tested. .

Selz, Nina Arrenva. Effects of preschool intérvention upon minority
upil performance in primary grades. (Unpublished,doctoral
gfssertation, University of Texas at Austin 1972) Dissertation
Abstracts International, 1973, 33A(7), No. 3168A.
/ = - -
This research stydied the effects of preschool intervention on

72 Mexican American primary grade pupils in a Tow income urban
area -in San ﬁntonio, Texas. " _

Performance data in achievement (Metropolitan Achievement Test),
educational ability (STEA), and self-concept were obtained from®
three groups of pupils. Group one were 24 children in the primary
grades with no preschobl intervention, group two were 24 peers ‘
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who haé attended one year of kin&ergarten, and group three were ‘«
24 pupils who had graduated from a bilingual Early Childhood 1
< .

Education Program. .

There were few significant results. Overall, pupils who had
preschool educational experiﬁn es had higher mean scores tHan
children with no interventio .G\The treatment groups were equal
in ability at each grade leveljonly the first grade kindergarten
graduates differe,drfgignificantly from other groups on -reading ° '
achievement and there yere differences in grades on self-concept
scores. S
. TR
The number of years of preschool intervention had an appreciabie
effect upon reading achievement scores.

’

ADDENDUM

?

o

Castillo, Max S. and Cruz, Jr. Josue. Specia] competencies for teachers
of preschool Chicano children: rationdle, content, and assessment
process. Young Children, 1974, September, 341-347.
3 . .
The authors have identified special competencies for preschool
teachers of Chicano children and have included an assessment pro-
cess for those competencies. The teacher gompetencies are based
on the awareness of the differences which/exist between Anglo-
American and Chicano children - cultural characteristics, value
orientations, traditions and 1ife styles which, unless recognized .
and respected by the teacher, may result in negative long-term I
effects on the child's educational success. Citing the research
@ of Rosenthal and Jacobson (1968), Ramirez (1971) (1973), Carter . . .
- (1968) (1970), Soares (1969), Trowbridge (1972), and Purkey (1970),
the authors establish a theoretical framework for the special com-
petencies "Unique to a Teacher of, Spanish-Speaking Children." The .
competencies were organized into three categories followed by
specific behavioral referents for each:

1. Enhancing the verbal and instructibna] behavior of the
" Mexican-American child. ' ' .

2. Developing curricular activities that will build positive
self-concept and self-esteem in Chicano children.

3. Developing liaison between ﬁarents. the séhool. and the child.

In order to evaluate the specific competencies in the candidate,
the following two-part assessment process was developed.

1. Self-assessment - The teacher rates her/himself on each
- competency. ' The results are compiled on, a profile card.

2. Integrated Competency Assessment Scale (ICAS) - This scale
Ao 15 used in conjunction with the self assessment results by
- a qualified assessor to evaluate the candidate's competen-
s cies according to five rating determinants’ which focus on
the assessor's observation and evaluation of candidate's
classroom behavior and interaction with children, cubricu-
lar activities, classroom environment, teacher behavior and
the documentation of time devoted to the observation and
evaluation of the candidate. 39
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) _~ DETERMINING COMPETENCIES OF TEACHERS.OF MEXICAN-AMERICAN CHILDREN
o | A COGNITIVE STYLES APPROACH .
N "‘

, N _ -
L MANUEL ‘RAMI ?{EZ III, Ph.D. *

S

. .‘\\“
b

-~ Associate Professor of Psychology B
PR Uniyersity of C

ifornia, Santa Cruz , - .
‘ ". .. . . < ‘ } . -

The soc1ocu1tura1 system of Mex1can Amer1cans'dfffers from that of
“most other Americans represented in our schools. A range: of vdriab1es )
_ distinguishes the Mexican-American child from his non-Mexican-

American classmates., Of these variables, t relationship of values
_ to children's behavior and performance’in.school demonstrates ‘the

direct effect a child's background has on the vay he 1earns.;»}

[

The: va1ues of. Mexican Americans are ref]ected direct]y ﬂh the B
K -socializatfon or teaching:styles of parents and other adults in the Lo
. home, and community. . These teaching practices-shape the' development
of learning, commun1cat1on. 1ncent1ve-mot1vationa1 and’ human-re1at1;231
styles in ch11dren. . . i}

- N\ -
. -

’l\\ ' < - o | 37
Valuestand .\ Mother's styles || Child's sty'le of | >]Ch11d'
life styles ~—/.of teaching and ! 7/} comunicating, {"" preferred .
of a cu tura1 chi]?-rearing 1.7 ‘relating to ' ,mode of - .7
- group ’ j . lothers, and res- | . *..dearning -
J l.- " “‘ponding ta = — :
! , e ‘Jnceﬁtives - e S \\

J * . o & . '.4,9'(\

_ In genera]. schools have not been reSponsive .to the psychodynamfcs ~;
of Mexican-American children, and-have attempted.to force ‘these® students.

" to accept the sociocyltural system of the schdol. This has resulted-in - ,
value conf]icts. anx1ety, and failure for Mexican-American students Tt

Research by Lesser (1968). Cohen (1969). and a1so Ramtrez ard :

) Castafieda (19M4) has indicated that teachtng strategies, IFarning en- .
vironments, curriculum materials, and'assessment. jnstruments and practices -
must be made consonant with the psychodynamics of students-of differ- : e

~ent cultural and Tinguistic groups in order to efisure the, success. of .

‘children from these groups. It is necessary to deve1op cu1tura11y

democratic educational environments, environments that ‘are consonant

‘leh .the psychodynamics ¢f students,. that respect. and. reinforce their..

ification with their ethnic and/or Tinguistigmgroup, and further- ,

_ more, that develdp in children a mental and beh al f1ex1bi11ty N
“that helps them respond to the particular dema de of b1cu1tura1 s

ind1v1dua1s by Amer1can soc1ety )

AE =N . . ° vd
. . .

L - L o - . o
X :
- i . " ?
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* Characteristics of teacheﬁk, teéchii?’strategiesfand culturally demo-

- It will show how the findings of such research

- The Tatter part of this paper discusses recent research on cognitive A

.parents of children in several Catholic schools in Houston, Texas.

cratic educational environment .
This paper focuses on ‘one of the most imp rtant components of
culturally democratic educational environments: -cCharacteristics of
teachers and teaching strategies. It will review.research that has
attempted to identify Mexican-Amerdcan parents' socialization practices,
attitudes toward socialization ard educationfzﬁgg teaching strategies.
ve led to attempts
to provide means of establishing congruity between the teacher-student
relationships of thé school and thgse of the home and neighborhood.

styles of students, as well as effortstio encourage development of -
students' unfamiliar cognitive styles with'a view toward achieving the
goal of mental and behavioral flexibilityo

T

~

)

Mexican-American Parents' Attitudes Toward Socialization and 29d€§§5
T tion o ' ‘
Ramirez and Pricé-Williams (in preparation) ddministered a ques-
tionnaire reflecting socialization practices and attitudes toward
socialization and edycation to Mexican-American and Anglo-American

The results showed differences in .attitudes and socialization practices
between the two groups (see Table 1).- :

[ J Q’L
\ . b \u
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TABLE 1

=

7

1. Parents should pass=on their cu]ture
to theirgchTIdren

2. qEncourage children to-learn 1anguage
of parents, if other than Eng}{sh

- 3. Alright for a child to 1edaﬁ to doubt.
* parent's 1deas. Q
. - 4 oyalty to the family shoulﬂ come before
: verything else. .

6. A fother should shelter her child from
1ife's difficulties.

7. A mother should give up her own happiness
for her child.

8. Children should be discouraged from p]ay-
. ing with toys not appropriate to their
sex.

8. _pare
Z~an equal.

10. Children should no
’ conversatfon.

ould not treat their child as

11. Children should not be encouraged to try
-hard for success.

12. It 1is 1mportant to work and.plan for the
future rather than to enjoy now.

;K
-
' r

o7

5. Relatives are more important than friénds.

Attitudes Toward Socialization and Education

| o N A

% Agreement

Mexican Anglo

American _American
8 - - 56
89 48
22 . 34
84 7
6 31
.65 | 83
64 - 25
67 31
77 42
92 53
89 . 79
g2 37,

4




child to try it himself.

These results seem to indicate that Mexican-American parents,
more than Anglo parents, emphasize identification with. the family,
Toyalty to the language and ethnic group, separation of the sex roles,
respect for convention, respect for adults, sacrifice of pérsonal
interests for the chiic's welfare, ard the importance of striving for
success (goal orientation).

Research on Teaching Styles of Mexican-American Parents

Ramirez observed teaching styles of Mexican-American parents in
both Sacramento, Califernia, and Houston, Texas. These observations
indicated that Mexican-American parents: 1) made much use of social
revards which strengthened the persoral relationship betweer the
parert and the child; 2) encouraged the child to work cooperatively
with others in the family and to achieve so that the family would benefit;
3) used mode11ing and close gliidance jn teaching new tasks; 4) were
extremely sensitive to the feelings and mood of the child; and 5) -used.
endearing terms and. phrases in Spanish in reinforcing the child for a
task well cone. ; '

Following up on his wdrk, Ramirez and Castaifeda (1972) observed
styles of Mexican-American and Anglo-American mothers with First and
Second Grade children. The experimenter instructed each mother in the
use of a game toy and asked' the mother, in turn, to teach it to her
child. A videotape was made of each mother teaching her child and used
in later analysis./ ;

The results Jégwec thet the preferred teaching style of Mexican-
hmerican mothers was model1ing: e:g. "This is the way you do it. Now
you do it 1ike I did." Mexican-American mothers used this approach
with both male and female children. An§lo American mothers used the
mode11ing approach for the female children,-but a "trial-and-errcr"
approach with the male children. With the male children, the mother
would give verbal instrugtionals for the game, and then would ask the

In additicn,.it was noticed that Mexican-American mothers tended
to give their children more encouragement and support when the child
was experiencing difficulty than did the Anglo mothers. -

Each mother had been asked tc tell a story of their own chodsing
to their child at the conclusier of the game. The results from this
porticr ¢f the study showed that Mexican-American mothers tended to
personalize their stories (e.g. told stories from their own experience
as children, or of their own parents or relatives) more than Angle
American mothers. Also, stories told by Mexican-American mothers
tended to have more themes reinforcing identification with the family
and achievement for the family.

In a recent study, kKagan (1674) comparéd’the number of reinforce-
ments given by Mexican-American and Anglo American mothers to their

58
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children while the children performed a task. He found not onlx that
Mexican-American mothers gave more reinforcements than the Anglo’
American mothers, but also that Mexican-American mothers tended to

reinforce both correct and incorrect responses from the children, An
analysis of non-verbal commanication between the mothers and their
children, and one of the'yerbatim reinforcements would probably enable
one to distinguish between the reinforcements for correct responses
and those for incorrect responses, and the results must not be con-
strued to indicate that the child is not able to discriminate ‘between
the two. The point is that the Mex1can-Amer1can'mother offers. more
verbal support for the child's attempts.

Culture Matching Teaching Strategies ‘ 8

The data from the studies reviewed was used in ‘developing a set
of teaching strategies entitled the Culture Matching_ Teaching Strate-
gies (CMTS? These strategies have been used to train and evaluate
teachers in experimental classrooms of the Culturally Democratic
Learning Environments Follow Through model at the University of Cali-

fornia, Santa Cruz. (Ramirez, Cox, Macaulay, Velasco & Dominguez,
1972, 1973, 1974). =

Use of these strategies (See Appendix A) by teachers helps Mexican-
American children from traditional communities feel more self-confident
and achieve more success academically. If the children are more com-

- fortable during those first critical weeks of school, much of the
initial "culture shock" can be avo1ded

Improvément of self-esteem is also accomplished through CMTS. Some
of the strategies emphas1ze use_of Spanish, Mexican, and Mexican-American
heritage materials in classrool ‘curricula and activities. The strategies
enhance intercul tural understam§1ng by creating an atmosphere in the
classroom that allows teachers and children to interact without conflict.
Moreover, by allowing Mexican-American children to explore other cul-
tures and become acquainted with the school by way of their own language
and culture, having already developed self-esteem and feeling their own
culture is valuable in the school, the strategies assist in achieving the
goal of developing a bicultural Identlty in these children.

- ' -
r Cogn1t{§£ Styles | . ;

Intensive observation and evaluation (See Instrument, Appendlx C)
of academic performance of children in the Follow Through experimental
classrooms at Cucamonga Elementary School reyvealed that while the aca-
demic achievement of most Mexican-American ¢hildren was enhanced by
teachers' using CMTS, there were-some Mexicap-American children who
seemed to respond better th teaching strategtes which differed greatly
from CMTS.. This led to additional research to determine variab]es
wh1ch'm1ght account for these differences..

) A b

* " e ’ Sy
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We have already discussed the direct influence of values and so-
cialization on children's style of learning. In looking at values and
socialization, therefore, we found distinct differences appeared that
were directly related to the type of community being studied. As a
consequence, Ramirez and CastaMeda (1974) devised a classification -
scheme describing Mexican-American communities. It will become obvious

. that not all Mexican-American communities, nor all Mexican-Americans

residing in a particular ommunity, could possibly be described in
this manner. The classification is as follows: : '

-
. »
Y

[ - - ’ ’ » - -
Traditional Mexican American Communities .

The development of values of Mexican Americans 1iving in tradi-
tional communities is more affected by Mexican culture than by majority
American culture. Values of most members of these communities indi-
cate that they have close ties to members:of their extended families,
they are familiar with both Mexic&n and Mexican American history, and
their interpersonal relationships are characterized by warmth and a
commitment to mutual help. Child(¥earing practices emphasize respect
for adults, family, and religious authority, and there is strong iden-
tification with Mexican Catholic ideology.

. |
Most of these communities are rural, located near® the Mexican

border, with closercultural ties with Mexico. Mexican-Americans usu-
ally comprise a majority of the population of traditional communities
and consequently have considerable political and economic power. Most
traditional. coomunities are located in southern Texas, in border areas
of New Mexico, and in the San Joaquin and Coachella Valleys and bor-
der areas of California. v

) J L

Dualistic Mexican American Communities

Mexican Americans of dualistic communities feel pressure to in-
corporate values of the mainstream American middle class. However, .
this is counterbalanced by similar pressures to maintain identifica-
tion with traditional Mexican values. (There are also pressures to
incorporate values of other ethnic groups that reside in these commu-
nities.) In general, the "more middle-class" Mexican Americans 1iv-
ing in these communities havé intorporated more of the majority
American values. - s J - E&

Mexican Americans are a minority and usually have only minimal
economic or political influence. Dualistic communities are generally v
semiurban and Tocated farther from the Mexican border than traditional
comunities. Dualistie communities are found in or near large cities
of the Southwest, in the greater Los Angeles metropolitan area (exam-

- ples are Riverside and San Bernardino) and in the San Francisco Bay
area (San Jose). .




Atraditional Mexican-American Communities .

In atraditional communities, Mexican Americans are subject to
intense_pregsures to incorporate values of the mainstream Americap
middle class. The atraditional community is usually urban or suburban
and distant from Mexico. Mexican Americans are a minority in atradi-
tional communities and experience continual ‘contact with Anglo Ameri-
cans. Atraditional communities are found in the Los Angeles metropo-
litan area (sections of eastern Los Angeles such as Montebello, Monte-
rey Park, and Whittier) and also in suburban areas of other cities of
the Southwest

4

The d1fferences among Mexican-American communities affect values
and socialization practices, resulting in differences in cognitive
sty1e deve]opment Children of traditional communities are usually
field sensitive in cognitive style. Children reared in dualistic com-
munities are usually more field 1ndependent than children of traditional
communities, and children socialized in atraditional commun1t1es are
usually the most field independent. (Ram1rez Castaneda, and Herold,
in press.)

~ .

Assessment of cognitive styles was originally .accomplished through
perceptual tests such as the Rod and Frame Test and the Embedded Fig-
ures Tests. In a field sensitive mode of perception, the organization
of a field as a whole dominates perception of its parts: an item with-
in a field is viewed or experienced as fused with an organized ground.
In a field independent mode of perception, the person is able to per-
ceive items as discrete from the organized whole of the field.

Cognitive style is partly concerned with the importance people
attach to parts or wholes. Some people have a style of perceiving
the world in such a way that the smallest details almost always stand
out. Other people primarily perceive the "big picture."

Cognitive style also refers to differences in perceiving social
aspects of the environment. For example, some people tend as a matter
of habit to focus on others' facial expressions and moods; they are
extremely sensitive to non-verbal indicators of feelings. Other per-
sons respond more readily to verbal statements or general features of
the environment.

In general, field sensitive persons appear to be more imaginative
in verbally descr1b1ng social situations. The social enyironment seems
to be more significant for field sensitive persons: they remember
faces and social words better than field independent persons. The field
sensitiye indiyidual is more influenced by expressions of confidence
or doubt than is the field independent person.

Field independent persons perform better than field sensitive on
tests that involve separating a part from an organized whole or rear-
\\raﬁb1ng parts to make a whole. They also tend to be "task centered"
while taking tests. Field sensitive persons, on the other hand, tend

v




to glance at the examiner and pay more attention to the social atmos-
phere of the testing situation. :

Field sensitive persons prefer to interact with authority figures
with whom they can establish a personal relationship, while field in-
dependents prefer authority figures who take)a more passive, consul-
tant-1ike role. (See Appendix B for a more/%etailed description of
characteristics of field sensitive and fiéld fndependent'children).

These examples indicate that cognitive style is revealed through
ways we think and act in many different situations. The meaning’ of cog-
nitive style, then, must include more than sensitivity to wholes or
parts. The behavior observation instruments in Appendix C afford a mor
comprehensive assessment of cognitive styles and can be used by teacher
after a short training period. : '

Bicognitive Developmentg“vA} ) S

Further research in the area of cognitive styles resulted in the
identification of children-who behave in both cognitive styles. That
is, they exhibit "cognitive switching," the ability to draw upon both
field-sensitive and field independent styles at any given time or can
change from one to the other. The style these individuals employ seem
to be dictated by characteristics of the activity, task, or particular
social atmosphere. The behavioral versatility exhibited by these
persons indicates a bicognitive development. Their behavior can re-
flect either cooperation or competition; they can solve problems re-
quiring inductive or deductive reasoning; they can respond to or effec-
tively ignore the social environment. '

The most important goal of culturally democratic educational en-

~ vironments is to facilitate bicognitive development in children. If
children are able to utilize both the field-sensitive and field-inde-
pendent cognitive styles, they will have more than one approach to
apply in learning and problem solving. This objective is important
for all children, but especially critical for Mexican American child-
ren. In order to meet the  demands of two cultural environments
Mexican-American children must use behaviors from both the intellec-
~tual and affective domains that are appropriate to the particular
situation and the cultural environment in which it occurs. Education's
efforts to help Mexican-American children function in two cultures
can be facilitated by a working understanding of the concept of bicog-
nitive development. One sociocultural system, that of traditional
Mexican-American communities, primarily requires the individual to
respond using communication, human-relational, incentive-motivationaTJ
and learning styles of the field-sensitive mode. On the other hand,
that of the mainstream American middle class usually requires field-
independent behavioral responses. ,

The conflicts eiperienced by some Mexican-American students can
be attributed to the fact that they have not had an epportunity to
learn to function in the style required by the situation. The Mexican-
American student experiences conflict and frustrations.-in his attempts
. ) ’ % ) .‘
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to cope with'the demands of either the traditional Mexican-American
or the mainstream American culture. This student often feels that to
function successfully in one culture, he must reject the other. . : =

Ou;\EB§§“recentAresearch in the Culturally Democratic Learning
Environments:model has focused on a process for stimulating bicogni-

' tive development in Mexican-American children. (Ramirez and Castaneda, ,
1974; Ramirez, Herold, and Castaneda, 1974; Ramirez, Cox, Macaulay, .
Velasco, and Dominguez, 1973 and 1974). Much of this procedure has
evolved from research.we have been doing which shows that if the cog-
nitive styles teachers use in the classroom is matchéd to the cogni-
tive style in which ®hildren learn, children's academic performance
is enhanced. Furthermore, the results show that if children are in-
troduced: to the unfamiliar cognitive style in terms that are consonant
with their preferred style, they can begin to function effectively
in both styles, i.e. bicognitively. In order to do this, of course,
teachers must be able to use both cognitive styles comfortabiy in
their teachiing.

\}
and Field Independent Teaching Strategies \\\

Research with parents of field sensitive children led to iden-
tification of teaching behaviors and similar strategies. We also
identified several teachers and paraprofessionals who scored vedy
field independent. Intensive observation of behaviors of these per-
sons in the classrodms led to identification of the following behaviors:

1. Personal Behaviors. The overall relationship between teachers
~and students 1s quite different in the case of field sensitive and
field .independent teaching. The most visible feature of field sensi- .
tive teaching is an openly warm and expressive teacher. The field ) «
sensitive teacher is very responsive to students' feelings, even when .
the students don't openly say what they are feeling. The field indepen-
dent teaching strategy, on the other hand, minimizes the importance of
cldse, personal interactions between students and teachers. Perhaps
the best word to use in describing the atmosphere of field independent
teaching is formal. Another term might be impersonal (without implying
aloofness or coldness). The teacher using the field independent stra-
) tegy rarély allows attention to be shifted from instructional materials.
The explanation for these different emphgses is to beé found in the pre-
ferred learning styles of field sensitivé and field independent child-
ren. Where field sensitive children actively seek approval and accep-
tance, field independent children are distracted and even irritated by
an overly attentive adult: The field independent Tearner prefers a
teacher who emphasizes individual effort and self-guidance.

2. Instructional Behaviors. The personal behaviors we have des-
cribed form the basis of teaching (instructional behaviors). The field
sensitive teacher is always concerned with creating a warm and Secure
environment. With field sensitive learners, then, the teacher begins a
lesson by first expressing confidence in the children's ability to .
succeed. The teacher also considers the interest field sensitive 1

8
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children often have in the purpose of a lesson and its personal relevance.
For this reason, the teacher will indicate the usefulness of the con-
'cept to be taught. For example,-we have observed teachers saying "When
you can do this, you/kill be able to help your mother when she goes
shopping at Center Market," or "When you know how to read the clock,

you can help me by tellﬁng me when we sheuld start getting ready to go

to the cafeteria," : » '

' . - . ’
In addition to indicating the usefulness of a lesson, a teacher
using the field sensitive teaching strategy should make main principles

- obvious at the beginning of a lesson. The teacher might say, for -

example, "Today we are going to learn how to use the clock. As we do
this together, you will find out how to look at the lines and numbers
and know what time it is. I want ypu to remember always to look at
the hand and the number it "is peinting to. Let me show you how I can
do this with my clock. Hatch carefully, because when I'm through, I

waht you'to put: the hand on your ctock so that it looks just like mine."

This example also iTlustrates how a teacher can model desired
behaviors. Modelling is particularly appropriate for field sensitive
learners, whose parents commonly provide careful %ﬁamples of how th1ngs
are to be done at home.

Another <important feature bf field sensitive teaching is coopera-

- tive achievement. Rather than recognizing only the child who finishes

first, the field sensitive teacher would use rewards in ways that .
strengthen a sense of group feeling. "There: I knew that we could do™~
it. A1l of our clocks have the little hand pointing straight up-=they
all say that it is 12 o'clock. Now let's do another one together."

The social atmosphere suggested in this example is much easier
to achieve when the teacher and students are positioned around a smal](
table. This arrangement ‘also makes it possible for the teacher to con-
duct informal discussions and to interact closely with students. Be-

ing physica]]y close to students makes it easier-for the teacher to -
recogn1ze a student who is confused or in any way distressed. Any é
expression of feelings on the part of the students is carefu11y att d
to by-the field sensitive teacher, who will even interfupt a lesson to
respond to students' emotions (spoken and unspoken).

The instructional behaviors in Field independent teach1ng differ
considerably from those of the field sensitive teaching strategy. One
of the most obhvious differences is the way in which the lesson or acti-
vity is introduced. The field sensitive teacher, for example, often
models. the behaviors that children are expected to use in'a lesson or
activity. Both the field sensitive and the field independent teacher
would specify rules or other requirements for the lesson. Only the
field independent teacher, however, would hint that other approaches
might be discovered by the students. .The teacher might even prompt
the students to struggle with finding a new procedure: "See if you
can find out how. . ." Many field independent learners are disappointed
if they are not urged to discover things on their own, and modelling
for these children is inappropriate. They generally prefer individual
achievement and often enjoy vigorous competition.

10
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. For these reasong, the conyentional classroom qrréﬁgement is often
well suited to the field independent teaching strategy. Competition
often seems more genuine and exciting if, as in a conyéntional class-
rqom, the students are separated from one another. This arrangement
.also has the adyantage of encouraging the child to work alone on work
sheets and other individual assignments. In addition, the teacher can
© ‘assume a position behind a desk at a strategic point in the classroom
- and in this way be ayailable as a resource convener or "consultant.” X

Both the” small group or the more .formal, conventional classroom
permit the field independent teacher to concentrate on. imparting fac-
L tual information, The role of information dispenser and consultant can
L take place during the period of one lesson. The teacher might give a
g% .. short lecture or demonstration at the front of the room, pass out indi--

" vidual assignments, and then announce "I want you to try very hard to
do it by yourselves. If you.can't do it one way, see if you can find
another way. If you really need me, "I'l11 be at my desk."

As the above exa&ﬁig\suggests, the field independent teacher is
not continually available as a source of approval. Approval is usu-
ally granted for individual effort. The teacher might, for example,
go about the room looking for an instance of a worksheet or project
that meets certain standards. The recognition- given by ‘the teacher
would emphasize the students' having excelled at the task (rather than
pleasing tke\teacher). Rewards, then, tend to be non~-social (awarding
grades o¥ stars, posting the student's work on a bulfetin board, or
granting the student a special privilege). Rewards|given in the course
of field sensitive teaching tend, by comparison, to \be social in nature
(smiles, hugs), involve an expression of feelings on} the teacher's
part ("It makes me very happy to see how nicely you pnd Maria can do
that"), and frequently involve more than one studeni. These rewards
are, moreover, an ongoing part of the teacher's interactions with
students rather than occasional events. s

3. Cﬂ?riculum-éélated Behaviors. There is probably nothing
more essential to using either the field sensitive or field indepen-
dent teaching strategies successfully than starting a lesson with the
appropriate emphasis. Lessons "pull" teachers toward teaching in a
certain way. ~ Part of a lesson plan, then, is what the lesson "plans"”
for the teacher. To give but one example, a teacher will be hard
pressed to use the personal and instructional behaviors of the field
sensitive teaching strategy when the lesson materials contain only
graphs, charts, and formulas. Similarly, field independent students
. are likely to lose interest if a teacher starts a lesson with materials
which mention how numhers feel about themselyes and the things that
happen to them. These prohlems can be avoided b¥ asking, before a les-
son begins, "Do these materials attract students' attention to ‘humor,
* fantasy, and human features or dQ they attract attention to factual
detail and analytical reasoning?’ :

After choosing materials for a lesson or activity, the_teacher
faces the task of getting the students ready to learp. We suggested
. earlier that different appnqaches should be used in introducing a

’ - v . " aJ
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lesson to field sensitive and field independent children. Field sen-
sitive children generally prefer to know from the start exactly what
they'will he doing. Performance objectives and main points are speci-
fied in advance, along with indications of the lesson's usefulness or
personal relevance. Consider the following examples:

Today we're going to learn how to measure the length of
the paper houses we made yesterday. We will be using
these rulers, which I want you to use in a special way.
I'11 show you how. When we get through, you will be
able to tell me how many inches long your paper house is.
There are a lot of different things here at school and
at home you can measure. - You can help your mother mea-

-~ sure cloth when making clothes. You boys could help your
father measure what he is making with wood or metal. You
can also help me measure things. I have some pretty
things in this bag that I need to have measured. -~ After
you know how, I'd 1ike you to help me measure them.

Learning to Teach in Two Cognitive Styles
Matching the teaching style of the teacher to the learning style

of the children is certainly one of the reasons for assessing teaching
styles in teachers, but even more important is the planning of train-

_ ing programs to help teachers use both field-sensitive and field<inde-

pendent strategies. With the teacher behavior observation instrument,
one can determine which is the unfamiliar style and which.specific
behaviors in this style need development or practice. With this know-
ledge a training program can be planned to help a teacher use strate-
gies associated with the unfamiliar style. -

Conclusions . -

Competencies of {geachers of Mexican-Ameri¢an children must be
considered in relation to the introcultural diversity which exists in
the culture. Teachers who teach in the field sensitive style are more
likely to be successful with children of traditional communities. On
the other hand, teachers who are field independent in their approach

- will undoubtedly experience more success with children of dualistic

and atraditional communities. The ultimate objective, however, shoyld
be to encourage teachers to teach in both the field ‘sensitive and field -
independent styles in order to promote imaginative development in all -

Mexican:tz;g}can children. 1 i
We must not, howeyer, lose Sight of the competencies relating “to

inclusion of tanguage and culture in the classroom which form part of
the CMTS discussed earlier. Recent research by Ten Houten and his
colleagues (1971) seems to indicate that culture and language may not
only determine preference for cognitive style but also have an effect
on whether a person will explore the unfamiliar style. - The results of
the research by Peal and Lambert (1962) also indicate that knowing two
languages appears to encourage development of flexibility and diversity
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in intellectual functioning. In our research (Ramirez and Castaﬁéda.
1974) we have also obseryed that most Mexican-American children who
are bicognitive can also communicate effectively in both English and
: Spanish. The families of these children appear to participate more
. widely in both the Mexicqg-American and mainstream American cultures.
Bilingualism and biculturalism, thus, may be very closely Tinked to
bicognitive functioning. v

- In concluding, we stress the importance of culturally democratic
educational- environments for promoting cognitive flexibility in Mexican-
American children. Too often in the past American public education
has favored development in only the field independent cognitive style.
The one-sfded concern of Amerigan public education has been especially
-unfair to children’whose preferred cognitive style is field sensitive.
They have been denied full opportunity to succeed.in school, and, at
the same/ time, to preserve ties with the communication styles, human
re]atiEZ;1 stylegxand thinking styles of thefr home and communities.
At the same time,“field independent children have not been encpuraged
to diversify their own perspectives and skills. o

~ Cognitive flexibility, as a goal of bilingual, bf%uﬂtura? educa- ' -
tion, has many advantages. One of these is enabiing each child to
retain and develop .the cognitive style which was fostered in his unique
home and community socialization experiences. Another advantage 1is
equipping children to function effectively in diverse inteliectual apd
social environments. A third advantage is_familiarizing children (apd
adults) with the unfamiliar cognitive style as a means of pramoting
understanding of alternativ€ values and 1ife styles.




APPENDIX A
CULTURE-MATCHING TEACHING STRATEGIES

1. Personalize the curriculum: relate personal experiences and in- ,
terests of the children ‘and yourself to the curriculum. Use per-
sonalized rewards which'make your relationship with the child

closer: "I am proud of you," or "Now that you can read that book;
we can both read it together." '

-Mention persohaT feelings, your own 1ikes and dislikes,
to the children from time to time.
. . /

® -Tell the children things aboutlybur own 1ife, show them

pictures of your family, have members) of your family
) visit the school.

-Take care-to know things about the children: their favor-
ite color or food, somethinq they 1ike\dpging or a visit
they enjoy. Compliment them on their appearance, new

es, etc. Above all, be sensitive to their home

Lesson material should be’ related to personal experien-
ces whenéver possible: math stories can refer to local |
places; for instance, mention a local store instead of ‘
just saying "the store." -

-Relate feelings mentioned in stories to the children's |
own feelings.

2. Humanize the curriculum, especially when teaching math and science
concepts. (Sesame Street is a useful source for ideas.) Include

fantasy and humor in the curriculum. Use puppets and role-playing
techniques. &

-Puppets ahd felt figure stories can be used for intro-
ducing math and science concepts.

0 -Children's worksheets should include items depicting
people; animals,- faces, etc. » N

-Encourage storytelling by telling ;}ories frequently.

-Dramatic situations should be devised in which the
child acts as if he is in another situation.

~Children should be encouraged to sympathize with each
other and with people they hear.about in stories ("How
~do you think Miguelito felt when. . .") i
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’ o v *
ST ~Provide- opportinities for the children to tell stories”
about plctures they draw or paint.

=

: &
3. Encourage cooperatlve group wnrk

- Reward 1nstances of he¥pfulness and cod/1derat1on you
&;ﬁeﬁagﬂ the-clagsroom with your approvals For instance,
. remark on how nice it is to see a ch11d or children
her1ng a new student .

ce v sl o

ol . -Assign tasks for- small- groups of childreQ?to do together. Te

N .~ 7 7 Friends can cooperate on doing worksheets,- measuring,

RERY ~ playing ¢games, cleaning up or t1dy1ng, delivering mess-

“ ages. Murals-and wall charts make good cooBerat1ve

g . act1v1t1es ' 5
- ¥ t

R R -Encourage Fy cooperattve att1tude about classroom

o 93 ﬁbehav1or.w Point out that good behavior reflects on.

g . 'everyonecfn the. room, particularly on the p]ayground

AR . 4ﬁ ‘or when there {s a substitute- teacher )

o

e %7 ;% —0cgas1ona11y direct children to each other for help in
‘o S ¥T o ctheir classroom work; for instance, they can -ask each
TR other how td spetl words fow to read wordss, hdg to do

- expanded notatlpns, etc. @
4 ‘Arrangg the claserOm SO that it perm1ts max imum adu]t-ch11d contact.

-A c1assroom with 1earn1ng centers permits some ch11dren
to work~ ‘alone, enabling the teacher to wérk with small
- groups or 1nd1v1dda] ch11dren - o
: , ;_ -Make use of k1dney shaped tablés, rugs; a nd"dthen“%reas
R wh1ch increase contact with the children.

i K
DA BT

g\i\\*ge sensitive to “the child's feelings, remember1ng that a ch11d-
" T~%gentered approach, rather than a task-centered one, is more effec-
t1vé with most Mexican American ch11dren E -
e .
uChi]dren 's conthibutions should be accepted even if they
occur at-inopportune moments. If you cannot stop what
~ you are doing to listen fo a child, say politely that
. ~ you wilT listen as soon ‘as you have a moment and. then
T ., make sure that you do so.

. 9

L . * “.-Children should be free to express their likes and dis-
P : (lees ahout activities in the room. Yop should be able
' ) -'t0. say, "I know you don't"like doing this,.but I want
"you to.do it for'a little .while. After this, we'll do
o , something that you 1ike.” That is, tHe child might have
N - to do,somethipg but -he should not have to pretend he
T : 11kesr1t when he doesn t.

. : .

B
. - . . - .
- o . ;
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" Make your feelings known to the children from time to  « B v

. time, your preferences, moods, etc., , f

-Be sens1t1ve to emotional upsets the children may be
. experiencing and don't pressure them to perform as ‘usual -
. -~ 1f you know of or sense Some unusual 51tuat1on. e : .

Take advantage of opportunities to communicate with indi-
vidual children through meaningful looks, sm11es, putting g
. your arm around them. - 5 .
Q—Prov1de opportun1t1es for chlldren/to work- right next to
youa particularly when you are reading a story or being
read to.

~When ch11dren are having a good 1augh "do not fee] reluc-
tant to share in their laughter. - ' ' Z

- 6. Implement cross-age teachlng.

-Cross-age cooperation should be p]anned Older ch11dren--‘:o*;
should be invited to the room. The chiidren sheu]d invite -

eyounger children in from time to time, of go to younger. = .+ °
classrooms to he]p ‘01der children should be used as :
_cross-age tutors for a variety of actavit1es, academ1c, oo
P.E. games, and with puppet theater

~. 7. Use as much Spanish as possible in the classroqm Try to obta1n B

Spanish as a Second Language mater1a1s for non-Spanish speak1ng e
. ch11dren. . 3

-Use Span1sh 1nforma11y throughout the school day for . ‘

- giving classroom directions, telling stories to §pan1sh -

speakers, etc. Use Spanish diminutives and ways’ of '

addressing children (Migue11to, h1Jo, nina) and repeat P

Spanish folk say1ngs. ; f

Qe -Address other adults in Span1§h in order to show the child-

J ren that the language has prest1gé among adults. -
particularly careful to'address’ outs1de visitors who? W
Spanish in this. 1anguage o .

Sy
-The daily story should o$ten be in Spanish or at 1east
" conta1n Sonfe Spanlsh words- and: phrases.v

<=/

5~

-The class shou]d 1earn»5panish songs and rhymes.

2

-A11 congepts -should, be presented or revieued in Spanlsh ' [ e

-Ask the chlldren how to say thlngs lnﬂSpan1sh §pan1sh
names should be pronounced correctly. R
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© 8. Most Mexican American children from trad1t1ona] communities and
: children whose families have recently migrated from'Mexlco need
sofme Ehb]lsh as a Second Language Tralning

-Bilingual parents or older chlldren can tutor small English
as a Second Language groups or individual children.

aEngllsh as a Second Language lessons ‘should include
review of concepts a child is 1earn1ng 1\\Span1sh

9. Introduce Mexican, Méxlcan American, and Span1sh\her1tage mater1als
and cultural activ1t1es into the currlculum

AN

-Mghtion holidays that are celebrated by the local Mexican

erican community and hold appropriate celebrations in
he classroom.

f-Bring Spanish language magazines, books, comics and
newspapers into the -room.

~Be aware of celebrations that the children in the class-
room will know about: confirmations, weddings, etc.

-Mexican Americans who are prominent in public life--
sports figures, people in government, artists--should
be featured in lessons and. bulletin board display§.

k4

-Members of the local community should be invited to the
classroom.

-Refer from time to time to the extended family.

-No child, (Mexican Amerlcan or non- Mexlg%h American, should
ever fee] that his culture (or fam11y) s not repregented.
Social studies units should cover topics from the,H§r1tage
and cultural backgrounds ‘of all the children.

10. Encourage parent involvement and achieve@ent for the-fami]y.

-Parents should be made to feel welcome in the classroom.
Have a 1ist of activities and lessons on hand that a
v151t1ng parent can conduct. Learn about individual
parent's interests @and talents so these can be added to
classroom activities. A‘ ‘. o

-Make a p01nt of persona11y 1nv1t1ng each parent to visit |
the classroom or participate in classroom activities.
(At the same time, care should .be taken that a parent
who is unable to visit due to work,.small children at
home, etc., does not fe€l that he_or she is being

"pressured" )y : . Q‘N

-Send messages to the child's family ahdz when possible,
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speak wWith his parents, expressing pleasure at his
. achievements,

-Remind the child how proud his family will be that he
can read, add, subtract, etc.

. =When ta]king about when the child grows up, mention the
child's family; for instance, ask the child how his -
mother will feel when he graduates or mention how pleased

the family will be when the child is big enough to drive
them in the car.

~-Send children's papefs home frequently, reminding the
child how pleased his mother will be to see it. A
brief note should be added to the work if pgss1b1e

-Make every effort to meet families personally, and take

any opportunity to express appreciation of what the
families do for their children.

-Make wall displays out of materials that children have
worked on at home with their parents. The teacher can
also send work home (such as drawings) and sometimes

‘5 ask the children to bring it back so that she can put
it up on the wall. :




Field Sensitive Téaching

openly warm and affectionate
social rewards used to
strengthen personal ties

and group spirit

lessons préfaced with suppor-

. tive assurances from teacher

and detailed overview of-
objectives

problem solving strategies
modeled by teacher who then
stresses application of
general rules to particular
problems

students' attentjon drawn to
generalization and global
characteristics ("the b1g
picture")

curriculum is humanized and
adapted to students' per-
sonal experiences

i

APPENDIX B

»

- Field Independent Teaching
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formal and serious

non-social rewards given
in recognition of individual
achievement,

lessons prefaced with fac-
tual information and reminders

~of individual effort

solutions to problems often
left to imagination of stu-
dents who use teacher more as
a resource person than model

students' attention directed ¢
to individual elements and
ways of combiling these to
reach conclusions and genera-
1izations

curriculum focuses on factual
details, often making reference
to formulas, graphs and tables




APPENDIX C
CHILD RATING FORM

_ FIELD INDEPENDENT OBSERVABLE BEHAVIORS'

Instpuctions: Evaluatc the child for each behavior listed below by placing a check in the
appropriate column,

o @

Fen

&

Child_'?Name ) y: Grade School Date .

K

" Observer's Name

Situation le.g.. '7lath lcsson”); for general or overall rating, write ‘Global’

’

FREQUENCY

. FIELDINDEPENDENT | | .
y OBSERVABLE BEHAVIORS s S & /& S& S o

! ? - ' .
RELATIONSHIP’TO PCERS . R W

Y]
1. Prefers to work independently .

2. Likes to compete and gain individual | ‘ ’ j :;f? s
recognition . v . ..

- 3. Task orieged: 1s inattentive to social
environment when working

PERSONAL RELATIONSHIP . _
TO TEACHER ‘ *

1. Rare'ly‘se'eks physical contact with
teacher

2. Formal; inteiactions with teacher are ‘ .
"~ restricted to tasks at hand _ . .

INSTRUCTIONAL RELATIO\SHIP : .
TO TEACHER ‘0 : ~

1. Likes to try new tasks without teacher’s
help

E.ﬁlmpatient to'begin tasks: likes to tinish ' /
first - . C

3, Seeks non-social rew.\r'ds'

CHARACTERISTICS OF CURRICLLUM /:y
WH!CH FACILITATE. LEAR'\ING

-1. Details_of concepts are emphasnzed
+° parts have meaning of their own

o

2. Deals with math. and science cnnccpts

3 Based on d?am:m ery approach >

/

~1
»
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Appendix C - Cont.

. CHILD RATING FORM
; _FIELD SENSITIVE OBSERVABLE BEHAVIORS ,
Instructions: Evaluate the child for each behavior listed below by placing a check in the
appropriate column. ' ' oo . .

-
>

~ Child's Name Grade = School . Date.

/

Observer's Name
A Y

Situation (e.g.. “Math lcsso;g"): tor general or overall rating, wnte “Global”

FREQUENCY
FIELD SENSITIVE . ‘ Qﬂ' : &,
Q- A
OBSERVABLE BEHAVIORS ‘S S \,\\‘.\“9 SIS
L < & A o ™S
RELATIONSHIP TO PEERS : i @ ‘
1. Likes to work with others to achieve a T -
common goal . ,
2. Likes to assist others
3. Is sensitive to teclings and opinions ot . ‘ /(;‘p
others .
- PERSONAL RELATIONSHIP , . .
TO TEACHER ’ ) v .
1. Openly expresses positive feclings for ' :
teacher : .

2. Asks questions about teacher's tastes
and personal experiences: seeks to
become like teacher

~ INSTRUCTIONAL RELATIONSHIP
TO TEACHER

1. Seeks guidance and demonstration
from teacher

2. Seeks rewards which strengthen
relationship with teacher

. 3. Is highly motivated when working
individuallv with teacher

CHARACTERISTICS OF CURRICULUM
WHICH FACILITATE LEARNING —

1. Performance objectives and global
aspects of curriculum are carefully
explained v

- 2. Concepts are presented in humanized
or story format

3. Concepts are related to personal
interests and experiences ot children i)

(& —
ERIC -
'Full Text Provided by ERIC . . . 2 ]




- Teacher'sName =~ ‘ ;

=4

- Teaching Situation

Appendix C - Cont. ' ‘ .

FIELD SENSITIVE TEACHING STRATEGIES
OBSERVATION INSTRUMENT

lndlcate the frequency with which each teaching behavxor occurs by placing a check in the
appropriate column. -

* > Grade Date

[/

School ,

1L

Observer's Name
Q f

©

Teacher's intended tcaching style (if applicable)

v

: ‘ FREQUENCY

FIELD SENSITIVE
TEACHING BEHAVIORS

PERSONAL BEHA\’ IORS

i
1. Displays phvsncal and verbal ex-
. pressions of approval and warmth ' . e

2. Uscs personalized rewards which
ﬂ strengthen the relationship with

<~

students

'y -

4
—I

~ INSTRUCTIONAL BEHAVIORS

\

L

Expresses confldence in child’s abnlny

to succced

. Gives guidance to students: makes
purpose and main prificiples -of lesson
obvious to students

. Encourages learning through _
_modeling:. asks children to imitate "

. Encourages cooperation and
development of group teeling : R

. Holds intornval class discussions
relating concepts to students’
experiences

CURRICULUM RELATED BEHAVIORS® ,

1. Emphasizes global aspects of concepts;
clearly explains pertormance obijectives

R o g 13
2. Personalizes curniculum :

. 3. Humanizes curriculum : ‘ :
4. Uses teaching materials to elicit
cxprescion of feelines from students 76

EKC

wll Toxt Provided by ERIC
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Appendix C - Cont.

FIELD INDEPENDENT TEACHING STRATEG!ES

OBSERVATION INSTRUMENT

- Indncate the frequency with whnch each teachin

appmprxate column.

{s

g behavior occurs by placing a check in the

Q

Teacher's N .
eacher's Name } -

~ Teaching Situation

Grade School - Date

Observét’s Name

Teacher’s intended teacning style (it ‘applicabie)

‘ 2

FREQUENCY

~a R :

FIELD INDEPENDENT o

TEACHING BEHAVIORS \&
S <

!O» ;\\ﬁ o\‘\
PERSONAL BEHAVIORS . ’ .
N, 1 Mamntains tormal relationships with

%\\\ al...dtr:s . - : /J

‘23 Lentrs atientiun on instructional
“obiectives: p1ves social atmosphere
secondary impor: ance

IORS

i

achie.¢ment

INSTRUCTIONAL BLHXT o
1. Fncourage. indeficndent student

2. Encourages competition between
students &

3 Adopts a corsdltant reie

4 Encourages tnal and error sexrming -

5 Encouraves tu:h oricriatiar

CURRICLLUNI RELATED BEHANIORS

i Pocuaes un details ‘ot curriculum
mater.al-

—— e - —

2 Fovuses or. facts and | p. naples
encourares usiny: novel approaches to
protier: solvinu

3 Rebwes on rupk: charts and tarmulas

4 Fmphasizes inducuve learning and
discovery approach
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a
ETHNOCENTRISM - POSITIVE AND NEGATIVE ASPECTS

In the process of socialization and enculturation the child is led
naturally to become healthily ethnocentric. He/she learns that the cul-
tural ‘values and practices of his family, his community, and his ethnic
group are both satisfying and satisfactory. Growing up in a uni-cultural
environment where all his/her needs are fully met, the child has no
reason to reject, mistrust, doubt, or feel insecure about his cultural
identification. This feeling of pride and—gomfort in one's cultrual
milieu is a positive phengmenon conducive to effective development. It

provides the child with attitudinal and perspective referents which guide

his development by serving as the foundation on which new experiences
and learnings are grounded.

_ A11 children whether they be majority or minority group members
share this need to be culture-bound in their early development. Thus,
ethnocentrism per se, is not detrimental to actualization of human °
potential. The converse is in fact true: it is a necessary and indis-
pensable ingredient in the socialization and enculturation processes.
Furthermore, it also appears to be an element necessary to cognitive
development as has been shown by Jean Piaget (1955) in his analysis of
the personal analog, egocentrism. (See also q?dsworth, 1971)

. . Q-

There are however, two negative phenomena having their roots in ' ©
childhood ethnocentrism which should be carefully noted at this point.
One is the prolongation of ethnocentric behavior into adulthood and its
subsequent transformation into ethno-imperialism; an over-zealous form
of adult ethnocentrism 1n which a person systematically undervalues or
diminishes the worth of cultural identity systems other than his/her
own., . L

It is this latter behavior which most concerns the educational

" institutions for it is the basis for the manifestations of prejudice

which have been identified by such-researchers as Gordon Allport (1958),
namely:
~ AN 4 i
1. Antilccution. . . people who have prejudices talk
about them. With like-minded friends, occdsionally
. with strangers, they may express their antagonism
freely. . . many people never go beyond this mild
, degree of antipathectic action.

2.- Avoidance. * If the prejudice is more intense, it
leads the individual to avoid members of the dis-
1iked group even perhaps at the cost of considerable
inconvenience. In this case, the bearer of prejudice
does not directly inflict harm upon the group he

- dislikes. He takes the burden of accomodation and
withdrawal entirely upon himself. V

80
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3. Discrimination. Here the prejudiced person makes
detrimental distinctions of an active sort. "He

, .undértakes to exclude members of the group in .ques-

;oo tion from certain types of employment, from resi-

dential housing, political rights, educational or

recreational opportunities, churches, hospitals, or

from some other social privileges.

.ﬁnd in its more advanced and malignant forms:

\\ 4. Physical attack. Under.conditions of heightened

y emotion, prejudice may lead to acts of physical
violence or semiviolence. An unwanted Negro

- family may be forcibly ejected from a neighbor-

hood, or so severely threatened that it Teaves in \
fear. Gravestones in Jewish cemeteri€s may be
desecrated. The Northside's Italian gang may lie
in wait for the Southside's Irish gang. T

5. Exterminéfﬁg;: Lynchings, pogroms, maSsacres, and.
the Hitlerian program of genocide mark the ultimate
degree of violent expression of prejudice. {AlTport,

Our exartination of the issue of cultural exclusion in curriculum
reveals a form of prejudice more subtle in nature than those noted
above; an expression of prejudice which is decidely more germane to the
schgo] setting than are some-of those noted by Allport. Thus, rather

.,%hah using antilocution as the first indication of prejudice, this
. study suggests that inattention is a more logical antecedent stage:

' 6. Inattention. Exclusion of the cultural and life-
o style symbols of a given group as an expression

of a perceived lack of importance, an insufficience,
or a need~to subordinate that culture and life-style
to those of another group. ‘
When inattention s added to Allport's scheme of prejudice it be-.
comes clear that"the attitudes and practices of which it is an omen are

essentially synohquqs wjth racism. Racism may be defined as:

. any attitude, action, (or lack of action), or
‘institutional 'structure, practice or tendency, which
subordinates or excludes a person or group because of
his color or because of Tinguistic or cultural atypical-
- ness as perceived by the dominant society. Even though
“race" and "color" refer to two specific kinds of human
characteristics, in America it is not only the visibility
. "~ of skin color but also the audibility of language diff-
' erence, or the distinctness of cultural practices, that
mark individuals as "targets" for subordination or ex-
clusion by members of the white majority.

/
Althgugh a comprehensive examination of the nature and causg of
racism is not incumbent to our present purposes, an additional word

Q 81
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appears necessary at this point.

-On-dhother occasion this writer spoke to the conceptualization of
racism from a theoretical viewpoint. An excerpt from that address will
serve to outline enough of that thought to undergird the generalizations
which are to follow:

My formula for racism says that it is born out of two
sets of traits or characteristics. One of these sets
is composed of two inherent needs of the human organism
and the other set is acquired.

‘0f the two inherént traits one is the need that the
organism has for stability in the organism itself and
the groups to which it belongs. This fact has been
substantiated by much research_in psychology. . .

The other trait js the need/fcm?_l%ity which all
humans share whgther they be Anglo,~Chicano, Russian
or whatever. These two inherent traits when combined

with some acquired traits produce ethnocentrism and
there is but a short step from that to racism.

The acquired characteristics which I feel influence
racism are (1) the economic status of the group in
relation to other groups, (2) its political power in
relation to that of other groups, (3) its education
level (scholarship index), and of course, (4) the
relative size of the group. ’

In a nutshell we can say that given Anglo America's

need fo§-stability and identity, given her superior-

ity in rumbers, given her political control of in-
stitutions and governments, her economic power and her
educational achievements; given that, any (counter move-
ment that seeks to share those advantages) is going to
elicit a defensive reaction because. . . it threatens
the status quo. It threatens control of power, control
of wealth and control of education. (And the collec-
tive state of mind of the dominant group is such that it
will tend to regard that as an unwarranted territorial
intrusion.) (Gonz&lez, 1973a)

By proceeding from this construct it is possible to understand more
clearly the second negative effect which can be traced to the notion
of ethnocentricity. In the preceding chapter this effect was char-
acterized as the creation of psychic conflict between two or more
identity systems operating within the same organism. In difference to
The traditional view of culture shock in acculturation the socio-
psychological approach offers an insight which has for the most part
been missing from many anthropological and sociological studies. &
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o i llt-isﬂn;%lqs some claim the mere exjstence and complexity of cul-
— tural options and alternatives which causés the child to become confused
. - &s to what, lie/she is. -In many societies children are born -and raised '
;- rinto multi-ethnic multj-Tingual settings with no apparent 111 effects.
-~ I¥ is more likely that)the anomie which results out of enculturation
7 truncated by acculturaftion is due to the child reaching the conclusion-
that he is a-member of.an inferior and inefficient rather than a-merely

v Qﬁstﬁmct*grbupg LR

”, \

T ﬂhisﬂénbmié:;bﬁ%ﬁgygﬁéfggfbal m#rginality does not simply héggen to
" . - a,child by virtue of-beinig“born- and raised-in a dual-cultured envifon-
'fgéht.,\lt is in fact taused,gnd maintained by extrinsicgiﬁfces-which
!Ipnb

. ssess the ability and res ces to control its intensdty and indeed .
©. . - its very existence. .This is ‘perhaps the key point_which in their quest .
. - . fordescriptive scientificity has eluded the social science students of
< «.'Minority group cultures in the U.S. P T ’ ' °
v _ Before proceeding it is impgrtant to-examine .the factors which may’
s ‘ lead a younf thild to arriye at §UCh a feeling of. inferiority, insecurity’
-« or subordihation. Once. this is done it will then become possible to
suggest how the schools' curricula might be restructured in contept to ;
' ,Agviatgfthis conditioy and its root causes. : ' : '

_As previously noted the developing organism requires an environment
which is spmewhat stabTe: . It also requires ‘a strong sense,of identity
and security. In many instances however,/the midority child has his/her
N "identity, stability-and security threatened by the societal climate in
* - " which’he/shg lives. SRR O .

: o Co , -l : .

- During ¢hildhood the.child is first of a1l a member of groups. - e
. Family; community, ethnic groyp, social class, and language group are, -/
- of .course, thé most ious./ Identity, stability and Security are thus '///
2 group-bound as. wel1“as -being culture-bound, Whatever happens to his/ =~ /4 ,.
« her group a]sofhaggens to .the. ifdividual. : .

\ ' As the minprity'child deve]ops‘he/she is increasinﬁly able to see ,»J
o a particg}ar paﬁtern of circumstances ®merge. First; he/she realizes
thnghis‘"identity group” +is small apd that there is a-larger group.

that speaks, eats, plays, sings, and often eve Tooks different from e
his own. Out of this..comes an inhibition which is mainly numerical:
"there are fewer of us than there are of them; we are'smaller." From 7

a child's perspective this is a foreboding thought. He/she is-in the

process of growing out of "“"small" and into "big." Also, he/she, is e

developing largely by association; by seeing him/herself . eflét%ed in
- adults whom. he/she can Tater emulate. Thus;-gven the cold Taws_of = « -

mathematias do not faver him. He/she has f ,er,dee1§§t§EWér cﬁﬁfé;sf;
_iof-1ike adu]ts with wham»to'aSSOCiéﬁ%-,,rY% -)f\ AN A
‘g o \\\g\)\) ce TR ‘tw/t‘{;’, AL o o
~ +"Secondly, there is §Ttén in the U.S. a disparity between.majority

' - and minofity groups in_terms of their relative \economic status., To a
- ~child the visible frappings of affluence do not go unnoticed.” Clothes,

‘jg - : bikes, little 1eagug;unifonns, parents' cars, travel, and September

& o
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reports o "What 1 did.this summer" a11 contribute to an ama]gam which
. leads "to-0nly one poss1b1e conclusion: the other group is not only
¢b1gge » it also has more and does more . .
. Even po]1t1ca1 power is apparent to a. young ch11d~a The school
. calendar .for example;’ is “governed” by holidays and .obse¥vances: ‘based
on’a particular grdup's history and heritage. . During the first semester
-in school the child hears for the first time of the Pilgrims who "first
o ~settled our country" and - subsequently of Lincoln and Hash1ngton and’
, ! ,Other’ po]1t1ca1 ftgures unrelated to -his/her own history. .;Within the’
) schooP -building itself a majority of the faculty, adm1n1strators, and . .
. other visitors to the classroom are usually non-Chi anos Little wonder
& that the young €hicano shouTd .feel that his cultufal system and its -
' persona]1t1es are less than adequate In the adu1t.wor1d into which he T
‘.ﬁi “is in the process of growing. _ o . . ' .
' . £y , "
“ Ina sett1ng whach is engaged in thé bus1ness .of formal learnings,
the Chicano, child sees few culturally similar figures who can bear |
. witness to. the wisdom of diligent pursuit of learning. This is true - N
¢ =~  .alsb outside of the school.. Churches, offices, stores and hospitals - T
. all have in them fewer €h1canos in proportion to’ the1r numbers in the . /
2 . community. All of these data are stored in the child's mind and funotion = - °
S ' as baselines of 1nformat10n on-which té formulate future thoughts, :
,asp1rat1ons ﬂemot;ons and act1ons o : v v

In short the ‘only lpgical conc]us1on ‘that a child ‘can draw- from

o all of this-is that the other gréyp is not only bigger, it aﬂso ddes = ‘
, l “¢.more and has more, therefore it, must be better.- |
. W, —_ )
<. - . " An-in-depth analysis. ﬁf the“EffeCtS“Of psych1c conf11cts created NN
. L by growing up under such.circumstances is noKTp%ss1b1e here although’ .
n ..some general categor1q ‘of these are cited (AT1port, 1958), to illustrate
) * ~the breadth of consequences wh1ch may result: R R . -
. : ﬂ B
N s . - ego defenses © . <. . - obsessive concern ‘ )
Y denial ‘of membership ' .. Withdrawal and passivity ° '
; » .(to others): ' \ , ) . e
clowning o . strengthening in-group ‘ties - . .
i slyness or cunning . identification with dominant
] ' K . group; self-hate - - .
.. aggression;against own .« . prejudice aga1nsv out-gnoups
| ¢ ‘ group ' .. .
v ;.- - neuroticism ...  sympathy . T :
2 the self-fulfilling - f1ghting back; m111tancy
| - prophecy , , ‘
s SN -symbolic status striv1ng . enhanced str1v1ng
’ y It is acknowledged that in. some instances--sympathy, militancy, . .
str1v1ng, etc.--there may be pos1t1'e as well as negative effects ) ‘
born out of ethnic-group victimizatjon.. In most Cases however, “the -

effects are clearly negat1ve as may be readily seen in -the above 1ist1ng

o




It should be noted also that in all probab111ty racism does not
originaté with the formal curricula.of the schools,' although as yet few
efforts have been made 'to combat racism through the avenues opened by
this instrument of the schools. Indeed as has already been pointed

1ack ‘of attent1on ‘to this issue.

" out, the schools-often aggravate the problem unnecessar11y by their

0

> A recent study cohducted in the Edgewood Schoo] District in San
Antonio (Texas) illustrates the depth of ‘the problem and points up the
potential for school ipterventjon in ameliorating it. (SWEDL, 1970)

This research revealed’ that three-year old Chicano children living in

poverty in an urban barrioc when ‘tested with a non-verbal intelligence-
measure showed they had capacities equal to those of their Anglo counter-
parts. The same children were tested again at age four and again at

- age five.

pectively.

On these adm1n1strat1ons the mean scores were 80 and 70 res-

Thus even prior to entering school the children's ‘ability

to perform on an intelligence test was on the decline; a clear 1nd1ca~

tion that negative social forces were at ‘work.

A two-part hypothesis can be drawn.from these findings:

1.

The age span involved (3 to 5 Qears), is a :
highly sensitive developmental period.

.. Although the children were as yet not exposed

to or part1c1pat1ng in-a formal program of
schoo11ng they were however, old enough to
experience the "conflict of ethnocentric
systems” alluded to above?

In a similar vein, this author had the experience of teachinb for

- two years at the high school Tevel in a small town on the Texas- .

Mexican border. Although no formal study was conducted, a curious .
phenomenon was noted and corroborated by other teacliers in that, school.

&,

A small percentage of the students in- that high school were Mexican
nationals who had been born, raised and had attended e]ementary school

in Mexico.

Upon .reaching high school age they envolled in the American

high school and commuted there from their homes in Mexico. .Socio-

economically, these students had al] of the character1st1cs of being
"d1sadvantaged"

v

They spoke 1itt1e or no English.

They were extreme]y poor, often living in earth-
floor jacales.

They had not had books, educat1ona] teys or te]ev1s1on
in their homes.

Their parents were for the most part functionalﬂy o
illiterate. . ,
They had been raised in a cu1tura1 setting which -
accord1ng to traditional anthropological studies -
- has a number of traits which are not conducive to -
success in school. . ‘
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In compar1son to native (American) born Chicanos attending the

ssame school, the Mexican nationals werefzconomica11y=more disadvantaged

a degree which was obvious. Two differences however weré noteworthy.
F1rst, they had not experienced a conflict of ethnocentric systems in
childhood since they were raised outside of the WASP culture's sphere
of influence. Secondly, thein elementary schooling was based on the -
cultural system of the home-rather than on that of a different secio-
cultural group. 'Consequently, upon‘fntering into the alien and unfamil-
liar world of an American high school in adolescence, they were able to:

. compete and perform satisfactorily with their Anglo counterparts after

only a brief period of adjustment. In many cases such indicators as
drades, attendance, attentiveness and classroom diligence were not1ceab1y
more adapt1ve than those of their Chicano classmates.

By 1mp11cat1on the above examples seem to support the notion of
conflicting ethnocentric systems although obviously, much greater and -
better controlled data gathering is indicated before any hard conclus1ons
may be drawn.

It may be hyﬁbthes1zed however, that the following facters contri-
bute to improve a child's resistance to the racism inherent in mono-
cultural schooling: (

1. Childhood enculturation and socialization and
acquisition of an ethnocentric foundation in
one culture, i.e., without the simultaneous
pressures of acculty ration. -

A

2. Early school exper1ences which offer socio-
cultural continuity sto pre-school develop-
‘mental experiences.

‘ For the Chicano child the first of these aspects is satisfied only
partially. The second prerequisite is almost always not present.

It should be acknowledged, too, that since much of socialization
and enculturation occurs prior to the child's entry into school, a

»culturally democratic climate cannot be seen as being the responsibility

of the schools acting alone. It is nevertheless true that due to the
strong influence that schooling has on the American child, it would be
counter-productive to establish a dichotomy between the strategies
required for bringing about cultural pluralism in and out of the school
setting. Inescapably, the task must be seen as one for the society at .
Targe, with the ‘schools contributing their particular resources.and
sk111§ to the promot1©n @f a culturally pluralistic philosophy and
practice.

As the agency @f society which is most concerned with cultural
transmission and the preparation of the young for adulthood, the
educational system is in the most favorable position to proffer remedies
against racism. Iy'v1rtue of its great influence on youth it may be

. rightfully. seen also as "having the greatest responsibility for doing
so.

=
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Goals for Culture-Based Cufricula and Cultural Context Teaching:
. A Synthesis

Allport (1958) has pointed out that although prejudice has its
roots in Eregudgment, there is a distinction which 1s more than semantic
- between the two concepts. NP ’ -

If a person is capable of rectifying his erroneous
Jjudgments in the 1ight of new—evidence his is not

prejudiced. Prejudgments become prejudice only if
they are not reversible when exposed to new know-

ledge. (Allport, T958) a '

- It is this assumption--the reversibility and hopefully the preven-
tion of prejudice--which offers the anti-racism, anti-prejudicial reason
“for culture-based curricula. We can assume that the "new evidence" .
which schools might provide will be reflected mostly in the curricular
content on minority groups and in the educational goals and objectives
which guide instruction. '

Out of the deveiopmental and sociological perspectives presented
here it is possible to formulate an exemplary goal-statement which
addresses the requirements of the minority student as an individual,
his needs as a member of an ethnic group in dynamic interaction with
other groups, and the needs of the general society in which he/she
Tives. L

In the context of the foregoing, that goal may be s?nted as being
the development and maintenance in the child of the ability (cognitive
skills), and the willingness {positive feelings of self), to enable
him/her to: o

Understand and appreciate his/her history and
heritage. ]

Value the worth of his/her ethnic group in his/
her community and in the larger national and
international communities.

. “Understand him/herself and value his/her own
personal worth and dignity as a functioning
member of the society in which he/she lives, Q;/
i.e., to have confidence in him/herself. ' e

=3

. n formulating these goals I am indebted to a similar
effort undertaken at the Dayton‘%Ohio) Community School Council under’
the direction of Dr. Arthur E. Thomas. Parts of the goal statement
are adaptations of that work which was directed .at objectifying a -™
"Profile of the New Black Student." See Community School Council (1971).
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“Allow him/herself the&opportunity of choice in the
acquisition and expression of cultural values and
practices basing his/her decisions on knowledge and
understanding of cultural options which are available
and on his/her own self-determined needs and pre-
ferences.

Have familiarity with and appreciate the history and
culture of other oppressed.minorities and work to-
wards removing barriers to advancement of his own
and other groups.

Understand the need for respecting cultural dif€%r=
ences with an awareness of how race, environment,
ethnicity and social class shape the behavior of
those around him. o

Develop a familiarity with and an appreciation for
cultural diversity and participate actively in pro-
pagating the concept of cultural pluralism.

A body of curricular content which will give instructional sub-
stance to these goals is clearly called for. Cultural content cannot be
drawn from anthropological/sociological studies which purport to des- .
cribe the culture of an entire minority group; Chicano, Black, American
Indian, Puerto Rican, etc. An alternative conclusion is that the "con-
tent" of culture must be determined in accordance with the individual

" and, societal needs for adequate development and socialization. In its

most basic form the issue is one of personal and societal perceptions
which will engender behavior which is productive, adaptive, and coping.
As Cdrdenas and Cdrdenas (1973) have pointed out in their "Theory of
Incompatibilities,”" in order for schools to become compatible with the
needs of minority students it is essential that there be a positive
gamut of perceptions between all of the participants involved in the
schooling process, e.g.,

the child of him/herself
the school of the child
the parents of the school and the child

The total range of positive self-others perceptions may be i1lus-
strated by the following grid . '

{d&?
.Ad R I B
e o - ‘ae‘(\? 900\6
- Lo x“(\@ e \\?’ ‘\‘(\e

the child of

the eginic group of -
the school of L
the society of
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wherein all points of intersection indicate a focal point of percep-
tions which influence the behavior and expectations of one or more
parties. From a curricular content perspective it becomes essential
that adequate and factual information be provided with which the child
can apply "new knowledge" to avoid or reverse H prejudgment which he/
she may have made at any one of these points or which may have been
made about -him. The same,obviously is true of the other participants
although admittedly, the curricular_content of the elementary school
may affect them to a lesser degree.

4

A New Look at Culture3

Having determined that a culture or ethnic identity system is an
integral part of the child's deve]opmenta] and social frame of reference,
and that it plays an important role in facilitating 1earn1ng, it becomes

\
o

(

2This highlights again the need for a broader approach which
reaches the other participants and institutions involved in schooling
such as teacher training colleges, state education agencies, legisla-
tures, etc. ‘

3In the design of this schema of culture I have followed the
pattern set by Inkeles (1958, 1959, 1963, 1966), in’his development of
an accounting scheme for personality study. The obvious parallels be-
tween his scheme and mine are of more than passing interest. Indeed
even a cursory cofparison of the two is remindful of Spiro's (1951, 1953,
1961a, 1961b) admonition that studies of culture and personality are
1nseparab1e and perhaps should be cons1dered as one and the same thing.

Inkeles' Accounting Scheme-#e?’Persona11ty Study

(Temperament
Psychomotor System (Aptitude
| (Skills

(Information
Idea System ) (Opinions and Attitudes
. (Values .

(Values
Motivational System (Motives andNeeds

(Orientation to Authority Figures
Relational System (Orientation to Intimates and Peers
. Orientation to Collectivities

) (Conceptions of Self
Self System (Modes of Defense
Modes of Moral Functioning

(Cognitive Modes
Modes of Functioning 2éffe§FlveMzgd§5
: onative e
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necessary to re-examine the concept of culture {n that 1{ght and relate
its elements to the goals which have evolved in the study.

By reviewing the multiple "arenas" in which a child develops as a
cultural being and grouping specific vaiue and practice patterns within -
these, the panorama.of content for cultural context teaching and - .
culture-based curricula emerges as depicted in Figures la to 1f. A

4

g




Figure la

« Cultural category: The "formal" culture-= |

". . . products of artistic endeavor, achievements of intel-
lectual and artistic genius, deeds of heroic valor and
S/ concepts & lofty spirit. . . wodes of significant thought., . .
' racial or ethnic vigor. . ."* :

4 -

-

Sources of curricular content: Areas of the Child's history,
neritage and contemporary ethnic experience which have to do
with:

literary landmarks
/ .- the contents of museums
.. music of ancestral group(s)
art
dance

holidays and parades /

&
{

* The categories of "formal" and "deep” cu]turé are /adapted
rom Nelson Brook§, “Culture and Language Instruction," (1966).
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Figure 1b

Cultural category' The "deep" cu]ture==

"the thoughts and actions, the concerns and hopes and
: worries, the personal values, the minor vanities and
i the half-serious superstitions, the subtle gradations
of interpersonal relationships as expressed in actions
and word®, the day-by-day details of life as it is 1lived"
by the group today or as it was Iived in previous genera-
tions. .

S=mea o

. Sources of curricular content: Areas of the child's
history, heritage and/or c@ntenpora?y ethnic experience
wh$§§ have to do wvth

\\f?mily ties and. re?at1onshmpc ) °
friendsh1ps
pr1de n\\se]f respect

dlctates of. consc1ence

. m11estones in personal life:
| birthdays, weddiﬁ@gk funerals, etc.




o

,Figure 1c

Cultural category: Situational culture--

!
the 1ife struggles, successes and failures of present-
day members of the child's ethnic group as they seek
human fulfillment in dynamic interaction with members
?f other cultural groups with whom they co-inhabit the
and.

Sources of curricular content: Areas of the child's
contemporary ethnic experience and history which have
to do with:

'S
inter- and intra-group relations
dealing with racism -

power: its manifestations, acquisition, and
usage

well-known contemporary personalities

social ¢hange awareness and recognition
of work of change agents

[

physical similarities and diffe?enc@g’and %ﬁ§

& how these affect perceptions
A .
diet: nutrition and the rituals that /
accompany it )
N politics
wa\\; minority group self-determinatioh
<
—
N
ﬁ o
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Figure 1d

2
A

Cultural category Language and commun1cations-=

the communicative Tegacies of ancestral group(s) both
for information and recreational purposes. Also, the
idiosyncrasies of speech and nonverbal communications,
which may differ from those of other groups enough to
cause mis-communications, embarrassment or disapproval.

Sobrces of cﬁ;ricular content: Areas of the child's
history, heritage and/or contemporary ethnic experience
which have to do with:

his/her preferred manner of speaking
origins of language and/or elements of it
péop?e and place names
gestures or postures of:
welcome or hostility,
approval or disapproval,’
affection or anger, o

courteay or rudeness, _ o
8 1 )
TWQMTUJ or lack of understand1ng

3

' refﬂe@tﬂ@ns of cultural sensvtﬂvvtyyto curricular
Texticon

e

gamas and other forms of entertainment

f/&{: ©
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Figure le

O

- Cultural category: Humanistic values--

L

subtle differences in which values similar to those of
white America may be expressed as a consequencé of
Spanish, mestizo or creole, or contemporary ethnic
group influences. T §

'3
e

. Sources of curricular content: <Ethnic 1iterature, art -
" and music, theatre, etc., which expresses contemporary °
views of the group as concerns: '

humor ’ . \\\

]
. \kindness
A » I} \__{;7’
. - justice -
- : i itl' &
competition 0
! . 5
cooperatioh o
unse) fishness. TS

leadership J
ership 2

etc.




It ‘ ‘ Figure 1f

. 0

Cultural category: Miscellaneous other historical and
heritage topics--

The men and women of yesterday; their ideas, actions, ’
aspirations and afcomplishments and how these bear onis:

the present-day 1ife of members of the same ethnic o2
group(s) and those witJi whom they interact.

> ';'

Sources of curricifiar content:. g#éas of the child's
historycand heritage which have to do with:

. historical (political, literary, artistic,
2 — schel?rly, etc.) Persgna]ities .
contributions of his/her ancestry in
evidence in contemporary American life
. . " .. geography and its effects on history .
’ of ancestral groups

.. origins of proper and surnames
t

\ . origins}%nd development of,other cross- 3? B
~ cultutal/areas in which mgmbers of his/. == -
her ethnic group participated : '
o v ' '
“ " P
. 2




’(Cé}denpggaqd Gardenas; 1973) -. - - s

s
v

In dffference to -the descriptivé approach to culture followed in

. most anthropological studies, the cultural categories which are suggested

here may be more accurately described:as an accounting scheme in that

.they seek to account for those elements of culture which have a direct

bearing on child development. Thus, rather than attempting to list
items which.might characterize Chigano culture(s), what is given is an
acceunting model which (1) is based on the child's developmental needs

. and (2) can be used to generate curricular content. By surveying a

given community, schgol district or a school attendance zone, it is
possible through the use of this scheme of cultural categories to
determine particular.values and practices,with accuracy and avoid the
danger of over-generalization and stereotyping which has plagued other
methods-of field research. o

The process for conducting a cultural survey is itself outside of
the scope.of this study.; For an exemplary attempt of this type the

- " “reader is referred to Gonzales' (1974) description of the design and

administration of a Cultural Inventory Instrument. For a deeper con-
ceptual treatment and an analysis of the implications of this type of
objectivization the works of Paolo Freire (1970a, 1970b), are of part-
icular relevance. :

& It.should be stressed also that this model of culture and its
recommended usage will not in and of itself produce a curriculum which-
is culturally pluralistic in its fullest sense in that it will not
fully meet the needs of all of the students usually present in a cul-
turally heterogeneous classroom. For that to occur it would be neces-

- sary, first, that the curriculum based on Chicano culture be available

for study by all other groups in the same community. Likewise, a

"~ similar effort on behalf of all other ethnic groups represented in the

schoo] would be called for. The job would be essentially one-half
“tomplete if a minority group learns more about itself while other

groups continue to form impressions, perceptions, and behaviors based
on a continued dirge of infocmption about its neighbors.

Nor is this (or any other) conception of culture sufficient to
ensure that the totality of intgractioﬁs which._constitute schoo]ing

_ will be maximally responsive to minorities. As Cdrdenas and Cdrdenas

(1973) have pointed out, the incompatibilities which presently exist
between the schools and the learner are multiple, interre]ated and
interdependent. Thus, not only culture and language but &lso economic
level(s), mobility (stability), and societal perceptions play important
roles. These in turn are reflected in such sghoo? themes as philosophy, .
governance, goals and objectives, scope and sequence, staffing patterns,’
non-instructional needs and others to further complicate the picture.
These authors have pointed out that in all there are some "sixty areas

of incompatibility to which the institution must be sensitive."

]
[

ClearTy, in a study, ‘of this tyﬁe, most of these' are-not dealt with

.~ to a great depth-sinte our -objective has been limited to the development

1




2 ’ ‘ .

of a rationale for a particular focus on curricular content. A total’ T

and comprehensive treatise would have to encompass the needs, resources

. and instrumentalities of other constituencies of education. It would S
. also have to consider the multiple impediments which inhibit the pro-

Yl - gress of educational change in general and address strategies necessary
. to.overcome these. '

@
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I. INTRODUCTION . .

" This report contains an analysis of the instruments developed for use *
in assessing competencies of teacher/trainees involved in the education
of 3-56 year old Chicanitos. Also, specific recormendations are made with
‘respect to projected use or extended development of the assessment in-
strumentation.

.The review and analysis of the instrumentation developed to date
focuses on the following major items:

0 Va]idity
- ' o Format

o Comprehensiveness of the instrumentation

g 4
o Altegnative assessment strategies

0 Research or empirical basis of assessment strategies

INSTRUMENTATION \ - N
‘ Context: the 1nstrument. deve]oped by Max Castillo at the Un1vers1ty </
" of Houston, represents an ‘excellent attempt to prov1de a systemat1c [\
structure for assessing specific teacher- competencies. The instrument,
developed as a direct result of a prior contract with CDAC, can be con-
sidered to be in d design-test stage; that is, the level of funding for
instrument .develophent has not permitted the' developers to implement on-
site or field test\activities. These field test activities would pro-
vide a basis for the refinement and revision of the éxisting instru-
mentation. :
l ' .
w Structure: Although there are several sub-scales reflected in the
assessment instrumentation, the two basic elements are a self-assessment \
instrument administered on the’ basis of the Q-sort technique and the
other is an assessment of teacher competenc1es administered on the basis
> of observations conducted by a supervisor, staff development specialist,
or project director.

» Content: the items found in the instrumentation refer to those
competencies-~both general and some rather specific--referenced to the s
six general categories developed by CDAC. The specific behaviors relate <
directly to those competencies expected of bilingual bicultural project
teachers. The general areas are:

o Verbal and interactional behaviqgs

o Curricular activities which bui]d the child'$ self-
concept, and ’ )
an ’
4 Community involvement

Q. - 108
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These specific behaviors relating to bilingual bicultural education
are ased on work by Cruz and Castillo. (See Forthcoming article and
supporting documehtation "Special Competencies for Teachers of Pre-
School Chicano Children: Rationale, Content, and Assessment Process.")

) III. ANALYSIS ’

- ©

« The review and analysis of the assessment instrument includes dis-
et cussion on the majgr items listed in the introductory section of this
report. While some of ‘the discussion may seem evaluative, the intent
Is not to pass judgment on the instrument; rather, it is our purpose
) * to promote the consideration of alternatives which will serve to en-
hance “the usefulness ard comprehensiveness of the assessment process.

) Validity: the measure of validity, at least that of content or
face validity, imposed on the instrumentation indicates that this
instrumentation does measure competencies desired of CDAC; however,
the problem is.that, as additional competencies are generated or those

\ already in use undergo refinement, then these should be incorporated
in revised assessment instruments. Failure to do so will affect not
only the validity of the instrumentation, but will affect the useful-
ness ‘of the assessment process for determining training needs.

\As the present project develops additional competencies, e. g.,
- 1in the area of lahguage and culture referrents, for consideration in
I s the training of teachers of Mexican American childrem, the assessment
) process and instrumentation must- incorporate these specific behaviors
. in order to provide.an updated assessment instrument.

The sophisticated format of structure of the instpumentation allows .
. for the use of multiple approaches to data gathering: self-assessment
plus the use of observational techniques. However, the well thought-
. out structure might appear to be too complex for most users in -the
field. Rather than sacrificing the multiple approaches to data gather-
ing, the developers might consider the use of a "User's Guide" ar a

L/ Seriez of training sessions on the assessment process, its objectives
Lo -and uses. ,

In addition to the well-thought-out procedure on data gathering,
the items found in the instrumentation represent a comprehensive
approach to assessment. This comprehensiveness is demonstrated in the
fact that items correspond:to both general competencies andthose
,specific of bilingual bicultural project teachers.

The only apparent weakness of the assessment instrument is in the
absence of empirical validation data; that is, the development process
. . used in producing the instrument has been’systematic. However, pro-
cedures for determining validity and reliability coefficients have not
been implemented. Of course, this could occur.onty if the instrumenta-
tion had been exposed to a reasonable pilot test phase immediately after ]
1
|
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its development. Extending the development phase of the instrument
would allow for the implementation of tightly controlled research.

. design which would then enable the developer to derive reliability

and validity coefficients.  This pilot testing phase would also assist
the developérs and funding agency in providing a more useful and com-
prehensive instrument for all potential users. Also, this study would
allow for the development of a user's manual or guide which would accom-
‘pany the assessment instrumentation. This guide will describe pro-
cedures for instrument administration, scoring, and for delineating
training needs derived from data collected of trainees or. teachers.

IV. RECOMMENDATIONS : . 5 . | . .

The. following 1isting represents key or major. aspects gbout,the
assessment process which might be- considered in the event that an ex-
tended development of “instrumentation is proposed and implemented.

. i _
o Implement an extended development of instrumentation, e.g.,
’ pilot or field testing, to include multiple sites and a
sample of teacher/trainees stratified according: to ethni- .
city and years of experience in working with Mekican American
children. . . -
o Explore possibilities, feasibility, etc. of developing
present instrumentation into a set or battery of instru-
ments, each specific instrument corresponding to levels
Y of competency, domain, or categories of behaviors being
assessed. “ A battery of instruments allpws the user to
employ a particular instwument at one point in time with-
out becoming confused by a thick document of various
instruments. 4 i

o Include in the pilot testing phase a research design for
. establishing validity and reliability coefficients of the
- svarious instruments in use.

) . T
I ¢« o Cross reference the various competency statements or
' behaviors contained in the assessment process to
specific training or behavior objectives found in the
- training curriculum. This facilitates the use of the
. assessment instrument ds a criterion reference tool which
can be easily traced back to training needs or staff
" deyelopment activities.’ '

o Finalize a'"User's Manual" or guide which includes a
- description of the role assessment procedures play in
developing competencies for individual teachers; this
manual would also describe the procedures for administra-
. tion, scoring and planning of individual skills develop-
' ment strategies. ’




APPENDIX D

The CastillozCastillo instrument included here is a
revised version of an earlier test developed for CDAC.
It is not reproduced in its entirety. It is mednt to - -
serve only as an-illustration of what an assessment ' y
‘ _ process for Chicano-related competencies might look -
- & ; , 1ike. Persons interested in obtaining the entire in-
“strument are asked to contact Mr. Max Castillo at the
o Department of Curriculum and Instruction, University
! , of Houston. . .
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v Preface ‘ A ? : ’

o
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]

The Jntegrated Competency Assessment Scale (ICAS) delin-
eates a/series of specific competencies under each of the six .
major areas of competencies as identified by the. Child Develop-
ment Associate Consortium. These’ are: (l) Physical and Intel-
lectual Competence, (2) Physical Environment, (3) Building the
Positive Self-Concept (4) Sustaining the Positive Functioning
of Children and Adults in a Grqup, 5) Bring About Coprdination
of Home and Center, and (6) Carry Out Supplementary R sponsi-;w.7 ﬁ
bilities Related to the Children 8 Program o.;' *{ :

A

S The Instrument also includes, ‘as a supplement, competéncies

- unique to teachers of Spanish Speaking Mexican-American children

,'the behaviors that the teacher in traiéing shoulduéxhibit whén

. cross referenced to a secon%%instrument }ﬁ’selffassessment Q~Gort‘¢
i

£ ]

which focuses primarily in three areas (l) Verbil and Interq ;:“

”'actional Behaviors (ZJ Building the Ppsitive Self Concept, and

(3§\Parental Involvement " The Igstrument therefore Specifies

<@

working within the context of the- teaching/learning process in .

-an early\childhood setting A f O f“‘” S
,% The competencies specified in the/lnstrument are coded and

Coay -

technique The Q-Sort provides -for the teacher in trarning an )
opportunity to rate- himself herself on each competency according e :
to the extent to’ which the person performs that specific behavior:;

On a: series of profiles results are plotted These profiles

e<\help determine whether a candidate has attained the*stated g% .

~ ~ 4]
. .
.
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- . b competencies and reveal specific areas of weakness that can be'
- ‘.' improved by,the candidate with advise and help ~ In this manner‘

the trainee knows !'where. he is" in the training cycle, and wﬁit

direction he needs to go or "where he oughtzto be" to achieve L

'~ professional competence. ' T, ‘:.- . -
’ R , , . . * e PSRN ‘,
. B " The scoring system for the Q Sort is compatible with the
ﬁrocess used in ‘the ICAS R S el

R .~ The Integrated Competency Assessment Scale therefore cano

accomplish the belowing

“, - . -

%l) It establishes a data base for’ identifying unmet compe- .
S L - tencles and hndgrlying problems in the training. plan-
P . . which prevents the meeting of the specific’ competencies

. . .
Pl - LR P . PR

s, .- er the effective utilization of - training activities.
} ﬁi’ . ,;;)(2), It provides periodic feedback to both the supervising !
~» ., .+, .7 teacher and the trainee for continuous control and- .
BT - .-wrefinement of the designed plans and.procedures .
e, o ' ) 6 b .
“ .29  (3) It measures and interprets-the traige's attained.

tn, a - . 7 performance level, not only at’ the &hd of the training
. o ’ phasé, but as often as’ necessary during the training
T cycle; _ ‘ -
L co (4).,Itvidentifies a sefies of- specific competencies unique-
Lo ' ) teachers’ working with Mexican-American- children, R

.(5) ,It provides fqa a,.. series of profiles that assess a -
trainee's strengths and\weaknesses in each, competency J

category . < W ]
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- “ " Sooring 'Procedures = - ‘. ¢ R
I s .- . . . ¥, K P K ' :V“‘ s - ] .
Introduction R o ; . h' ;.i ) o . '~.5* u\d
The provy c0nsrsts ofna series of: rating determihants B

v .

(curricular activitles, claSsroom environment, and teacher.:

L

) behaviors) and a%rating scale.' It is divided into nine. cate--

gories of competencies or nine subtests.. Six of the nine areas

ramework or six’ competency categories, the'remaining three e

' reflect competencies~unique to Mexican—American pre=school o

’ , . .
"2 e o . v .0
. - » e - N

_ children. R s :k

‘TWO profiles are.provided. Profile #3(1), the cgmpetency

- Assessment Profile,'mefers to the gix competency categories.;

N

Data for this profile is compiled from the Integrated Competency

Asses%ment Scale (ICAS) and the Q-Sort self-assessment instru-

, ’

ment. The second profile-#4(2), the Bilingual Competengy_Assess-

. ment Profile, refers to the three competency areas unique to N

P v l

teachers WOrklng w1th the bilingual Chlld : Data compilation for

this profile is also obtained from the ICAS and the Q=Sort supple-v:

’

mente —Bilingual competencies.’-m L _‘V . i"_ \

4

.

A

The Competency Sheets include the competencies for each cé@e-

Agory,‘ The assessor ‘should determine attainment of a'specific

'competency(s)~over,t1me'§E ntervals, ise., during specific periods

of training. 'The'superv151ng:teacher gr.asseSSOr therefore can

» s

Y

flect the Child Development Associate ConsorFium 8 conceptual -‘ﬁ

e

i et e

N N
[




... .

note not only the candidate's attainment of a competency, but

. his pr?gress toward optimal attainment Utilizing the rating

t

determinants (curricular activities, classroom environment, etc.) ]
as determining variables a rating index is documented. This 4
procedure is one attempt %t decision-making about professional o
competence and demands for. (1) 'a more in-depth analysis of teach-
.er behaviors and/or competency attainment, (2) continuous com-
munication between the trainee and the supervising teacher assur—
- ing a more humane and productive assessment processi and (3} the‘
establishment of more useful and fruitful q‘}ationships that can
significantly formulate the positive modification of teaching

patterns, and teacher behaviors to produce desired results.

kY

o

Scoring the Instrument 0

- O ‘

v (1) Rate the trainee on each competency and %n the Scoring

Sheets (#'s la, 2b, and 3c) of the Integrated Competency,Assess~55

- ment Scale record the quantitative rating on the space providedr

.under the R {rating) heading. .

(2) Compute a subtest average rating for each competency

category by dividing the,total number of competencies assessed

4
Lol
-

(TCA) by the total rating (TR). ' - e
1 ‘
SAR = STR :
— §$E=§$EK , B . o

(3) An overall rating for all competency categories is

computed by summing the total competencies assdsed (TCA) from




from eachusubtest‘and dividing by the total rating (TR) .

~ o L ) | 7

A .
\VgéAR - gubtest aveératé rating

0TR1+0TR2+0TR3+QIR4&9TR5+OTR6
OTC-OTCA

2

OAR =

'(4)‘ Results from each subtest and the composite score are
then plotted on the appropriate profiles. , .
(5) Competencies that are rated‘under the zero (6) category~-
Unable to Evaluate--do not figure in the scoring. Howeﬁer, docu-
mented evidence 1s necessary on each competency that recelves a

. L
(0) zero rating in order to identify reasons for not evaluating

the specific competency. N
(6) Profiles should aid.both tﬁe supervising teacher and

teacher,in trainingein diagncsing strengths and weaknesses by

competency area. ) i |
This process ofkassessment attempts to identify and moni tor

on a continuous basis the attained competency level of each

trainee and’ to detect or predict during the training phase, s

strengths and weaknesses in the training plan, in the teacher 8

instructional patterns and/or behaviors that might need modifica-

tion:

STR = subtest total rating

STC = subtest total competenciles

20AR = overall average rating

OTR = overall total rating

OTC = overall total competencies
OTCA = overall total competencies assessed .

[




S3enieag 03 a1qeun) =
. WopTasS. = T
ATTeuorssedd0 = ¢
" K13uenboxd = ¢
Y skemly = ¢

s Aoy

ATYOS ONIIVY

ii4

! . T— T T T L._s3e

[ 4
_ T T__<eaea T 1T T T L=
_ — I.— Q“MP . . — — N‘ — — [— mnvﬂﬂlm
T T 1__»e3=a LI B B S«

_ [ L__=o3=d AR o —=2
T T 1__saea _ T T T T 1_=m

o€ ST T e o€ - §T T
QOTNEL AWIL INIWSSHSSY - |
o - | B SAINTD
JIHOVAL ONISIANIANS -

FTVOS INAWSSASSY AONIIAIWOD QHLVIOTINI

TINIVEL




A T oT°s o | L |
—_— : —_—— — _ (4],_ === YoL) & (J)
62°S 6T°S .v 6°S AL . L (9)
EO— VoL (P)
82°g N 8°S Th <
L2°s LT"S LS 0°t
__ 92°S 9T°s T 9°S Z2°¢
: 3
. TAL ST°S 5°g 1€ ‘
AL £T°s h°g 0°e
£2°8 T TS £°S A4 - _
| s TS \ A T2
. — S . 0
- T2°S TS 1°s 0°z o
- . e |
¥ 0 i o0 | ¥ 2 ¥ 0
| . sousjsdwo) Ten3ooT(eul pue TeoTsiyd °II :
v #| (41, $-WoL ) We (9)
N —_— Iy (D
- —— Vile (®)
” ) . 6T h°T .
| | - | 81 £T \
v L't T ;
9°T 1T
) : g1 0'T
é -
10 4  Os A
. b , JUSIOITAUY TeoTsAYd  °I
T | Surymy pauTeElY pue 9poy Aoudzaduop ¢ AmBam) Aq seToUR3adu)

A2 iadd

$3e9US BUTI00S




Sm— ] |
SRS
"~ o 4 R A‘xﬂ..
QL-4VOL ) W AD
N - 7 . o N AR € )
. P H
| N T (D)
UL §L v e .
[ B ’ Y\\\\
N . | 0T"L HL ‘
i+ . i
:H.b - 8%L A |
——a | ———— 2
| "ENL L 'L . -
| . w
. . . 2L | . 9°L T 0L
AR .
ﬂ ) , //d\ _ 996 e ut sifpy
: | : vcm gﬂg JO BUTUOTIOUNI SATITSOJ Si3 SUTUTEISNG >H
t : . o - ZQuAVDW (B
v — VoL (3) o
A 9 G'9
o9 %'9
69 g9
HI'g T . 89 2’9
£’y A I Ty
TS 9°9 o 0°s
. 5 R SR R S

3daoucy-JT9S SATITSOd ou3 Surprrng “III

o Burjey PaUTEIIY PUE 8poy Aouszaduop RN0SAIVO A9 SITONILIAN0O
SYOI H " _ . B . :




(4L == YOL) W

(baupf+U+3+q) dL

.

(Gal L434D42) VOL 56 QLWL W (D
‘ ° b6 —
¢ SNIIVY ALISOdH0O o u (D)
_ A , c'6 . L (D
qy——m——--BUTIEy BEARAY 4 ¢'e j V
uT Sutiey TRICL » 16 -
VoL---~-~-passessy saTousiaduo) TBIOL ¥
3 o ~BUTIO] ¥ 0°6 o~
Y= fOURIEANO) ¥ LT oy
( - | u) =
N sreaSosg S,USUDTTY) Sy 03 Peyered
seT3TTIqTSuUcdssy Amjuauptddng ano Aure) It
(41 —Vom) W (©)
VoL (@
e T 5'8
— '8 — ¢'s
T e'e s
I AL 1'8
» sty Sehalbas N onintrsinalhpadis .
9'8 0°'8
-~ ¥ D d )
JOjUR) PUe SUOH JO UOTIRUTRIO) noqe Butag A

SurjEL POUTRIIY PUB 8pop Aousiadio]

Ax08331e) AqQ STTONILIINX

o)




.*ez i wrod

b G
I : ! ! T o |
) *
) 1 i R i I vZ

. E . 1 )

L ] Y i ] . "9¢

\ // .

i ] i T~ \ 09

/ k\\l '
. 1 T L ] 1 : 09
™. o
T T i _ 1 | 951
- ‘ =

\ .

] ] i L o o
(3 € z i P —_—
. b . Q o.uoum
) : 9] [J04d {S9LaNS ueow ®|q|ssod
e T . . 4seuqng +seybiy
. 371308d 33NIVEL V@D

Lo . JIVOS INIWSSISSY AONILIWOD QILVHOIINI
g .
K_ -

Y

‘- (Yv¥)uesy epjsoduop

AN

- weaboud m.cogu_w:o ay} o}
paje|ad sajil]jqisuodsad
Aaejuswajddng yno Auae)

. ' JOLUS) puUR SWOH
s0 Uoj4euip4oo) ynpqe Gujlg

-~

¢
>

. .dnodg e c_ S |npy
.pue uaapjjyy jo Bujuojsouny
. OAL41SOd 8yy Bujuleysns

+aoucoo
- |w_om o>_+_mom oyy Buipiyng

~
/.

oouejeduo)
- _n=+om._m+=_ pue jeofsiyg
't ,o( . ‘

JUBWUOU [AUZ |RD}SAYY -

o W
. , N T

. S31¥093LYD »mWthmzou :

- —

-4 o P ,

P

>

=

]
3
iz
}
:

E\.

oy




NN

I0TABYSY

=

IYOWSL | -

' n

E

£ N
6'T ‘8°T ‘L1

-

9°1

S°1 ‘%1 ‘g°1

.

"
mammﬂwums,ﬂMﬂouoEEou
uo L19Arsnydoxe Surf{ysa jou (Spem
IdYOea]) s1eiIIlem dorealaq 6°T

sgaxe Le1d zoopino In3zSyjuwen
891%310 pue ‘-039 ‘sparq

‘49913 INOQE UOTESNOSTP I3W[NWIIS
03 JUSWUOITAUD 943 SZTIFIA 81

‘STRTIIINm
p3doTaA9p PUR jIoA 8, WRIAPTTYPO

3o s91dies skeidsyq £°7 -

url deu jw pue s3ITATIOR
TBUOFIVIIOBT JUTINp UOTSTA
-z9dns ajenbope sIpracxg 9°1

-~ *939 ‘Burpyloro ‘sBurSuolag
Teuosxad apayl owyd 03 wAIPTFYO
10F UOTIWD0T ¥ SIPTAOIg §°T

SOTISTINIORIRYD TRANJITNO puR
T2A9T LATITqR §,USIPITYS
uuomwou SI¥IIIWY & T

.3 .. eZITIN 03 WRIPIIYP
03 pPIPpFA0xd Ixw STRIISIEM

JATIeIndiurn pue POTI®X €1

* ) URIPTTY
Jo spadu snbrun s3yo9ryax
JUIMMRZURII® WOOISSRTD Z°1

e ‘039 ‘swaze J8Ind
(£37a720% 2vuspuadepuy) pe3dexyp
F19% A0¥ waiw sIprAO2g 11

- N
seaaw

Suruxwe oﬂwﬂoom- 8309139
JUdGeSuRIIF WOOISSERT) O°1

%

JuSWTOXTAUY [®OTSAY]

1:9

SYTONALIdN0D




[ARY

1°¢ ‘0°€

T’z ‘1’z ‘o't

s

e2T1oO0

YeT10

Ye€T10

€10

€10

eCT10

JusmaAow

97osnm JUIF ‘JuswWIsCm LI
auty doT’A9p 3IBYl SITITATIO®
Io/pue sIwed sIPFAOId Z°E

. S9TITATIOR
d x198uty 103 s9pFaOxd '€

*039. ‘ggrofead ‘ySnop Leyd Bursn
‘8u3and ‘uojanq ‘IurpyInq yoo1q
ut STTTS dolaasp 03 UdIPTIYD
103 safatunjyzoddo ssppaoagd ¢

Bur3

I0J0W dUTY 4

. (mo1q3
8eq uweq °‘pavoq SuypiIem) Sisel
911030UW 88! ITOTI® 03 USIPITYD

103 so13aTun3aoddo sIppA0ag T°Z

*939 ‘Suryoxem

‘Surdonf ‘Supmoayl ‘Supuma
3JeINAIIS IPY] SITITATIOR
*[PUOTI®IIDIX SIPTAOCId T°2

(3uam

-9aom 97asnm 38xwy) ‘Suryoawvw
‘Surdan{ ‘3urousp 93RINWIIS VY
SOTITATIOR [®OFSTMI 8IPTAOIJ 0°Z

JUIWMAOTIAIJ IOJOR $601H 'Y

EELTEEL i,
TeNIOIT TSIV puw TwoTsiyyg

~ s

120

JUIWBOITA

(8)X31AJ30y _Iwynoiainy

I0TABYSY I9YOWI]

SJURTTRIIIN]

EOI.HU
vy

91®og Jurawy

 STIDONALIIN0D

e

-




$€°S ‘y°¢g

L

€S ‘2°S ‘'1'6 ‘0§

29 1Ty, ‘0

Y€210

Ye£2ZT1O

Yeec1o0
€210
Y€ECTTO

Y€210

YE€EZT1O0

o]

€210

-+ wpy SBururBa3zsuod Inoyla
mﬂouwnﬁﬁauo-uvuﬁouu.:no

943 103y AL3runixoddo sIpjaoxg ¢°¢
£3TATI0R uw
Lys Iy1 $90I0JUTSI I0 SISTRIJ ©°'C

TOT3ITINdmOd ueyl IayIwa
U3IPTIYO uIdmlaq uofieaadood
sa3eanodus puw 89pTAO2g £°C

(P932917P PITYS/I3yoeal)
- BoTIdNIISUT dnoxl TTems
203 €973Tun3aoddo sepFAOxg Z°G
dnox8 oy3 upof o3 ysya jou svop
- PITY® UWIYm £3TATIO® Pajoaxyp
~J198) WPPuUIdepur 103 SMOTIV 1°G

TIIPTTYO USIAIIQ UOTIORIIJUT
$98®IN0OOUa pUR SIPTAOII (°C

SI0TARYIE [RUOFIO®IIIUY °(

UoflEaId9X
PU®R 38931 Fo Iduwizodwmy IY3
UIIPTTUD UYITA SISSNOSIQ Z°%

$90130mad Suerl4Ly

Teao poo8 sIjwagsuowag Ty
sTean uouwav pue 320339
SpUFy Ys®a 03 sI13TUn32oddo
GITA WIPTIYS $IPTACII QY

2IT9®H Y39 D

IVIND

o1¥o5 Suravy

3 SATORZALITNDO

Ul PIATOAUT ST IYs/oy uaym pIIYo

ool
N

¥

{ e




&

TZ1°6 ‘fI's

01'S,'6°S

8°'¢ ‘L'S

9°S

yeT1O

yeT10
YeZ10

y€Z10

. : sasuodsax SurlroITe
PUB: UIIPTFYP 03 BUTPRII SIPNIIUTy

jusmdoTaAdp 9SenSuey
s7Yy Surpusdxs pur Suypu’

"o1avuoyd ‘spiom Supukyx

IZEBWY 03 IVINOBUIIA
S, PITY® 993 $9ZITT30 21°S

] 890U9TIdX9 §,PITYP
9y3 o3 snbyun sjooq Lxo3ls puw

‘ST9qP] WOOISSFID SIPTAOIJ T1°S
§:03@ ‘30013 ‘apwys Trems somn)

UF3I0RIIINF UIYM T9AR] TwOTsAyd

.ulﬂ“ 03 UMOP #3939 OIS
g9oUeI9dxe umo n.ﬂu%ﬂo

ay3 SupZIITINn SITI0I6 JO BOTI

bezto r 9sFOu #93wI9T03 (032 ‘yT¥I
-~ Kaeq

9€2C10

PE€ECTTIO

Suysn ‘Bupiie£ Jou) WIAIPTIYO

[]ITA UOTIPSIJAUOD TWULIOU $IEN §°C

dnoxl u.

PwSI 10 398193UT 03 PITE o3
303 sI¥faTunlaoddo sepraocag £°¢

. = IFwnSuey

122

~RZTIVWRIP -IYF I0J SIPTAOII 6 Gy

IepnoRUIIA J0 Ternborios .

30 @sn 8,pTTYo 943 93de0OY 9°¢

s1®os§ ﬂwﬂu,dn

STIONALIAIN0D

A/...Mﬁ.

-




R T Ll
: - S s . X : e . ) g
F.ao T ° ) ¢ ? 5 . s
< N S - - o ® . ~ N . R
- - . 2 » . . 3 K
. * ° u L o - i N
- * * » N - . - - ~ ”
N « < -
-~
* “ v . B o ° . LN
<, . “~ o . I;.tu < - '
7 B
oc : ) ¢ = a 5 . N/
« & S ! A . R
- N " * <
© . . v - .9 kS n< ¢ <
. . slet had - PO .
o P, o < o’ . . R . . ; D“e -
. o . > e ° “~
hd & - ] o = nﬂ . ¢ ® * o -
Y 2 - > ! < . N
b ety B
. ~ [ . i - : ¢ K] |
Y . - - -
\ \ i & - w— -~
. * N . ) e
» - 3 3 . - - ’ ! i * . A 4_ s
. e et ) . ;! . . . ) e ] wl“uuﬂu/n CE S . .
- . & = . > < . X aw
R Y N oS T [0 reet o |# peasasddy 8,pTIUo YoTys Inoge,
R ‘ BRI P L A i o - : P ) _S9FI038, pue. TSSNOSTP IJeTnUIls
e c, \ DS S . . e o3 ,muodo.muunuo TeNSEA I93Y30
- R - el L 1, B . 20 SWIT§ '99InIPTd sIsn L1°6
* R ot ° . ] < ’ s .

e ' ) n, \‘ ) Y T Lt . " ) \, . ° u¢ m N .H uo . n, “ . QUUﬁgwmg :
L PR e, o .. PUe SITITICTTULS <
N T S A S : : usamaq _ys asTp () :
W . , ‘ R N T . - . suxoy Furdsm pury (q) o

e R B 2 - . . . . . . . smI03 YOI ()

: o ,_ . = . N . | .:03 pr7uo 9va expnbex-toyum -
. R e - . . . R L. . . . W . - - Ww . . . ﬂ.g.cnﬂﬂﬂﬂ UH'”..HP -ﬂuvgcum Onﬁum

‘, TP B o 1~ -7 T - wez1o0 | . (10700 ‘3yBrea ‘sdeys ‘eze)-.
. . . . - L e~ . . - 8309(q0 SNOTINA 23®x3I3uUT puw

.

.. - .. T, ‘ L X - . . ¢, |A3TssRrd. ‘avummpaosTp- *Iatedxad

) . 5 | A < -] ued pITY® Ix9ya $3TITATIOT U0
el < . [ - L1's '91°¢ ‘S1°¢ R A -d9213d Tensta 303 sIpFACIg m.n.mm
) > . . K " K o » €72 .n.o o youna._"wumnu uso. ¥, PITYO Iy .. 2

) = .. : _ BurzT17In Supazwey pue [rowms .
el , - . - . S |, ‘93s®3:'YONO] YBNoayl sSIIUIXRME
s o : .. . ¥1°s . .L108uss 103 ®IPTAORI HT'S

P
.

L . o . b S EEREE 2 2 3 B . ) . spunos jyos . .
e o . v - /DJ Lo , IR I ] .| puw pawy xem w3 -uo'hmqu-.
Lomh : : Coe B : S e T SITIWNIISUE SYQRITPAR Bupypwm
s o DU PR oo o S . 4q uoTJRUTWTXOSTP L203IpnE IO
. ~ : - Co o v P % 3 T : v JusuddTIA®p I0F SEPTAOIZ ET°S

@

. e |~ X - . . . . .
T_I0TAWYSg IIUOWS] | JUSEUOITAUY ‘WOOINSE] 1 91wos Fupaey . SaT 0D
.fﬂ. N _ . - - - . . - ! lm\ -
~, , R , st . . . -
, , o - - % i
) . [ . b G - -
. . v
9 + 4
- © ’ . P b . 5
@ , N : .
. N a . o ’ L3 S
L . | . -




-

.

.

“e

1. w%ezto

N " i . eexq pue

=

.

- kpegetadoxdde wey3 asn o3 PITU®

Y€2T10 w9
. ay3 saSeanodus pue ‘039 ‘IYIFT -
. fAavoy ‘19mo3, ‘889 ‘ax0m s® yong .
. o .| $3deouos 30 UOTIPZTITIN IY3 " BITI .
N S « |+ -TATIO® Ayl ur sIjexBajuxr £z°¢ -

e

. el suoswas

2UIaIN0PI JO WOTSSIOONE PUR IWEI

3o sadeouod doyoaep 63 xeptuayed
- AR ‘FIUIAD ‘SPIOA ®ISQ ZZIC

-

-
(#309[q0 Tuorsuserp Wu.. |

_39nI38U09
03 USIPTTYD 203 STRTIIINM
ATRIndTuNm S9PTAOIZ 127G

N

. (a9pao TejIuenbes

. Ul 83U9Ad PIOOIX) SIUPAD

IBTTHEe3 Idousnbas uRo PR - ;|
XYM SITIFATIO® OﬂﬂHPJHNON.m :

. ®99[qo. 3o ¢9p3xedoxd qaIm
T puw 3Z7a0833w0 uEd .URIPTIYD .
9IIGA. BITITATIOP 8IPTAOIL] G1°C

T ; nwﬂub,v

Jo £317esned puw uyitio
YITA IRIp Jeql SITITATISE-

sapjaoxd xo S98SN8IQ QT s P

.




Y

9z°s

Ye€Z1o0

. ZOTARYaY uoso-.ﬂhr

®)

()

@
(®)

¥e's

~r
(2]
N
(]
o

YyezZT1o
Ye€EzZ10

Ve

$9an30Fd pur ‘sjooq ‘sseld
BupL3ruldwm ‘9qo73 ‘aoupwauod
309sut ‘mniaenbe’ ‘niavare] -
“mstad ‘soTwos *sswdmoo

‘I9J9WoWAIY] ‘sIvuTFsum :SuimolToz

- 943 JO J;WOS SIPNTOUT YOTYUA

¥OI® IOUITOS ® I0J SIPTAOCII 97°C

S9AT9SWIYI 103
810700 AIWpuoo9s I9ACOSTP puw

810700 Lxvwrad XTw 03 USAPTFYD

203 s9F3runizoddo sapiaoxg GZ°G

105 WeTqoxd
L4 (,o973 3IT pue,
_Jo swaiqoxd
TOSEIY SATIONPIQ (B)
(sean3t3 ToUURTI s9sn) sIIS (I)
(ssax80ad s3jo7d
‘q3noa3d juwrd “‘saysyoa
pur 834819Yq) L3ITTIqeqoxg (9)
(dInjeaadmal sansedw
*sdTYsSUOTI®TSI 20T0O puw
‘9z 8 ‘sdwp Zurjunod ‘L
yasu 3urk1dde) UoTISTIdAY (P) .
(eanssdm 103 sSIITNX .

Sutudrese) TSEIITa (5)

(3no pejugod momwn- pue
4 pasn sad=ys) IWOIH mnv
19 .

SUOTIRISdO puw sI3qUNN (®)-

. :s3d9ouod -
yisu 1m0y jo Juemdoroasp eyl
103 SOTITAYIO® BIPTAOIJ $7°C

SATONAIIAN0D

e [

-




o8

- -

€9 *2°9 ‘T°9 ‘0'9

(

62°S

I0JARYeY I9gowd]

—

.82°S ‘l2°S

e ——————————

€10

£ CT10

¢€TT10

wETTO

€10

€210

€210

)
’

-

Jonpoad s34 z03
uy 9syead puw nuMﬂuduuoooumou

} AATIWIID §TY IZTTeQIIN 03 PITYD

33 T9dmoo jou sIop Jq sS}sY €9

PITUY® Y3 30 uoyssaxdxad IAIl
-891d ATYEP 9Y3-I0F SIPTAOIZ T°9

 (§90ULI9IITP TWINITND puUR

91438 93IT 8,PTIYP 943 $I3w]d
-axddw) sadUITIR anbyun sy
13dedoe ‘xeInosulaa 8JYy jo uorl

jou s90q ‘wuweTqoad o3 saIMsuw
ansand wyy Supdiay £ Buyuorl
-sonb pue £L3ysorano s, pPITYR

9yl o3 spuodsez pur 83d9ddY p*9

Uﬂﬂug -TT®
9A73780g 943 BUIpTINg

: Supuopasenb
»_Pu® £3780%IND 8,PITYS 943 03

> -marqoad puw SupNEW-UOTSTONP
YSnoay3 PIFYP Y3 speaT 62

’ (Awodp

pue yamoad juerd ‘yjawe ‘se9x3
‘8309SUT) JUIMUOITAUD TEINIBU
9yl o uorIwaordxe IJpInUIIE
IBY3 SITITATIO® SIPTAOIZ 8T'S

Q
, "939 ‘sorqea
‘sopaserd .-oM¢Am .-oﬂmmww

LU¥E a3 JO uoj3Iwiordxe Ijwynmyis
I9YI SOTITATIO® 89PTAOI] [Z°S

Wo5 SUFIvy

: suRIp ‘OTSnm”
uuun,-“mﬂvmau90ﬂuc>nw=onnu.

-8ZFTFan §,PTTUYD 243 s3deody 1°9 -

-SUoIM 8B SIIMSUW TG

spuodsex pue sessedoad Suparos

memw.uu uj8110) JUIMUOCITAUS IPWW

SATONLLITN0D

.

1




(3

S el S e S eSS

T,

T —_—_—"

T AR i o T T SR T s

ET1TO
%19

€210
€1°9

Y€210

y€T10
TI'9 ‘I1°9

YE£E210

- €10

vyecT1o0
0T°9 ‘6°9 ‘8°9

*H€TTO

£

L9

9€210
9°9 )

lvgz1o0

-~ €9

Cwgzio

%9 ~

JUSWUOITA

LY

91438 ow.: I0 3INITNO

2,PITU® 943l 03 JupAdTax sdyal
PI9T3 03 d3umaxe TITM %1°9
JI¥3 03 IdURYD STY 3O PITYR .

Sutadnizajuy UR SIANSSY €°9

. m.ouc ‘Supouwp ‘SurzTiRqIdA
‘SupupSewy ‘Supjuped) SUOTITQFYUT
ﬁﬁn I8PIT3x 03 PITYO 9Yy3 I03 SIVT

-IN0 PATIONIISUOD SIPFAOIJ ZT1'9

PITY® a39sdn ag3 s3zoddns 30
9ow1d 39 nb ®» x03 sIpTAOIg IT'9

Supyeads ST 9y WOYA-PITYO

_ 03 WOoTIUalA® TINF €IATD 01°9
7 (IuemIDIOFUTII
JusBuriauooyou) s3dedow
pUR SSIUTIPUIIII 9IVIJFUOWIP
03 Twaoxdde spou ‘sa1TUS £°9

127

. ’ (3usmedI03UTIX
IYSISUTIW00) YIWIeK IJWOITUNIMDOD
3 39w3uocd TeoFsiyd sasn 8°9

A . uunuonu £q PITUO
Juo Ifpnf ApreEqa9A Jou sIOQ £°9Q

ImITe3
Surp DUITIIdX? $88200N8

QITA PITUD 33 89pTa0ad 9°9
f. suotIwnIys

170v3 pur syequem ATTmey Surderd

-9102 I0F SITITATIO® $IpTACId 69

posn ssadoad pue 3I¥ JO NIOA K
7Y s9sTwid pUR JIOA JATINIXD.
$,PTTY® Yowa sLe1dsIq 4°9 : -

. .uo.,?bnﬂw.dm .uo.nuno

SIURUTEISIN] F17 o

se1n (S)AITATIOY IeInOFXIND |- a1e0s Furawy

SATONILLAAN0D -
0.,




6°L ‘8°¢L

L

- 9°L

‘€L ‘2L

S*L ‘%L
.Hoh lcﬂh

uo._nbun.om IIYOWI]

vez1o0 |

2 €210
28T 0
€210
€210 .
YE€EZTO

YeT10

¢ETT1I0

€TTO

€10

PITW® 33
INOYITA AT9I9XOSTP
PJOO® SITPUPH 6°Z

sI330 X0 PIFYO
-ay3 03 Suylvumep Jou ST IT UIYM
xotaRy9q a.ArIdnaerp saxouly -2

dnox3 Y3 ur UIIPTIY> 03

Lp3ourasTp pue A1am91o Jurywads
‘93sn3uwy ITqeadeddw sTIPOW L'/

 gdnoa8:

PuU® USIPITUO T¥NPTATPUT UIIMIaq
Surawys pur uojlwaadood 3aoddns

I8y SIFITATIOF SIPTAOIZ 9°L

nﬁu.zou»m STY S9ZI[®qaIA OUYM 3._".&-
peljexisniy Iy3 03 suIISYl G/

Supowataedxe 9xe L3 sBupreay
Jo Sxwaw amod9q UIXPTIYD sdi9y ¢

$391300 [PUOTION ¥¥ IAIVSE
3%yl SITITATIOF I0F $IPTACIY £°L

?m,nouw I0) PIIW® Y3
Y3ra Bupatos weyqoxd TEnpIATpUT,
JO UOTSSNOSIP JOJ $IPTAOCII Z°[*

- Jouuwo ogA PIIYP Y3 \I0F
SUOTIOBIX [PUOTIOWS SIZTTPQIA '/

seoustaedye

TenpIATPUT Suripuey pue Buridad

| -I9JUF UF WIPTTY® $ISTESV 0°L
Foa9 ¥ )

w—asiormy

[T ) o

TASUNZ SATITE03 93 FUTUTRINS ‘AT

128

J1so5 Sujavy

SATONALAIN0D




YI°L ‘ET°L ‘2L

T2 ‘ot°L

890TAII8 YITWIY ‘eapdfrod
1o0yos - ‘ewaBoad TEPUOTIONIISUT:
343 Y3IA sjusxed saupenboy g°g

WOOISSWTD IYI UT.IOURISTESE
a99junToA 103 syudawd sySY Z°Q

$3UaT®] IT9Y3I JO TOTIBRIISUOWIP
ay3 103 Burpracxad (IuuOsaId
90anosaa se sjudaed SIZITTIN 1°8

20Foyo 113yl Jo #¥enduey IY3 uyp
™~ s3ueawd yIya €33wOTURINIO) 0°8

-

JOo UOTIWYTPICO) Inoqe A
g §89T3891 SIWOD9q PTTYD 30 °
dnox® 3T SITITATIOR sIBuwy) 41°L

Ieql0 yowd wmoay dyeqg
pue Supxeys Iafnbax pus ssel AT
-v13dooo o3 puadsax 3wyl SITITATIO®
q3TA papraoad Iaw WIIPTIY) €1°L

dnoxB8 Iy3 Ix039q swWll ® Iv
sM1e3 uosiad U0 IBYJ UVOTIVAATP
18qa9a pue ITdeexd Aq smoys z1°L

(sp1sur Surirea ‘Surquiyd
103 spuey-oml) P9oTIowad puw
peureTdxe 31w SITNI IATITS0d TT°L

AOTTOJ O3 WP
103 Lswo oxw puw ‘saddiay a9ylo
pu® UIPTIY> 4&q poolsaIpun xw®
YOTYM SPIBPUBI® OTISIIEIA 398 01°L

I0JAFUIY I9QOwI] |

)

o1wog Suravry

STIONALIIN0D

G.

N
N
Kam|




: <
: Y€CTTO : Supgoway uy JIsyssey N
{ 03 s3uaIed IIIJUNTOA SUTRIL 6°8  (umf
YE€EZ1I0 no.'fb.muu- JRTNOTIIND BINX? X0OF
Ifen s3uaxed SWOTINGTIJUOD IYI
e . sIsTexd pue s®IPT SIZITI3N 8°8 °
SHYETO S9TIFATION IBTNOTIIND BIIXI YITA
aoupistsse TrIuasxed eIATOAUT [ °g
& €210 weyl 103 Ixeydsomiw ITQGRIIOIWOD
. , ’ ¢ ®» sepraoxd pue (ToOUYDS) IIJUI) -
; . ) 93 3w syuIxed IY3 JWOITIM 9°%
T ' Y€EZT10 . _~ ek ® IsRIT 3w
/ 7 . \L PITYO ¥q3 jo woy ; .
. ” . . .
| : Y€2Z10 __senbyuyoag fugex -
\ (penurjuo)) . #aT3Ts0od pur ssdafoxd ssnosyp 03
. - | g 08 - SOUIXIFUCY Juazed x03 sIBuwixy H°g
* ICTARUIY ISYOwaT 91vos Furavy muuugo e
’ AN
—~ L




YE€ZTTO

YE€TTO

Y€TTO

emN._./o

Y€2T0

(
YETTO

UIIPTTUYD TEONPFATPUL

3o jusmdoTaAdp puw yimoid

9Y3 UO SUOTIRAIINQQ SINTK $°6
jussdnbs. puv seriddns

Jo 3upidpio sS® YOns suorIdUN
' JUIEIZeUFE JO IIVA® ST H°§

Supmueyd aa73waadood
UF 3I¥3Is YITA s3Beluy ¢°6

POOYPTTYD—LJI®d UT $IDTALIS

TPUOTIONIISUTUOU PUR-TRUOTIONIISUT

3O AISATTIP 10 suO0F3Is3Z8ns
PUR S®IPT AU 03 uIdo 81 76

sINBEITTOD YIFA §90IN0OSIX

puw sJydysur ‘swepY sIIWYS ['6

$3n3eITTOO YITA NIOA
WOOISSETO JO s3dadse [I® €9IWYS 0°§

I0JARYIY I9Uowdl

, 91¥os Jupawg

v i31




B. Observational Comments

1. | Classroom Environment

. Feedback: ~.

/ . H b

£

+2. | Teacher Behaviog

Feedback: | ' | | j/?\\\;

3. | Interactional Behaviors

<

Feedback:

>




III. Building the Poaitive-Seif Concept

Generalized Activities

[

»

{ \ :
ZﬁffSpecific Activity

[

| Generalized Activities

IV. Sustaining the Positive Functioning of
Children and Adults In a Group

r

Specific Activity

ERIC - 133




r

V. Bring About Coordination of Home and Center

Generalizéd Activities A ‘

N )
VI. Carry Out Supplementary Responsibilities
Related to tEe Children's Program

Generalized ACtivities

T

<=

134




Q-SORT SELF~ASSESSMENT

‘D

t%
SCORING INSTRUCTIONS

4

1. Lay out the color coded scoring cards in front of you. You
should have five (5) separate cards labeled: '

4. (ALWAYS)
73, (FREQUENTLY)
. (OCCASSIONALLY) .
1. (SELDOM)

0. (UNABLE TO EVALUATE)

2. Rate yourself on each competency according to the extent to which

. you perform the specific competency and place each card on the
appropriate scoring card. Follow this sequence for all the cards
until you have rated yourself on every competency.

o 3. Pick up each stack of cards and on the score sheet labeled
"g-sort 1" tally, each competency category on the approiate score

sheet cell. NOTE: on.the lower right hand corner of each card .

there. is a roman numeral. This numeral corresponds to each of tHe

+cOmpetency categories on the score sheet. You are to place a tally
mark on the appropriate cell according to your rating of that com-
petency. Add the tally marks and multiply the total by the rating
of (4XT, 3XT, etc.) and enter the product in the small box provided
in each cell.

4. Add vertically the four (4) cells for .each competency category to
obtain a total rating and enter each sum in the space provided. '

5. Compute the avergge rating for each competency area by dividing the
total competencigs assessed by the total rating. Plot the average
rating (subtest mean) on the Score sheet: Trainee Profile, labeled
"g-sort 2", for each competency area.

6. Compute a composite rating and plot’this on the Trainee Profile.

o
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- SCOR'ING,SHEET (continued) = \

OVERALL SUMMARY COMMENTS
A. Curricular (Training) Activities

I. Verbal and Interactional Behaviors

[Géneralized Activities |

2

ISpecific Activity |

I

II. Fostering Self-Concept

Eeneralized Acﬁvit&:s 1

|
i

|
——

1specific Activity |

{

A-N‘z
oL
"
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III. Fostering Parental Involvment
K Generalized Activities
. -
| Specific Activity|
)
>
&
;
‘ : A

i ]

) | -
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